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Abstract 
 
This thesis reports on a research study aimed at examining the impact of informal and formal 
assessment on the self-esteem of pupils with borderline difficulties and language deficiencies 
learning in mixed ability English language classes.  The thesis adopted a qualitative 
ethnographic methodology with triangulated methods to enquire into macro and micro views of 
the main concepts in this study.  Thus, data were collected by participant observation within 
English classes, informal and formal interviews with pupils and teachers at the research site 
and semi-structured interviews at home with parents and pupils.  Questionnaires for 6 teachers, 
pupils and parents [total n=31] were administered 22 pupils were observed over a period of 
nine months, spanning 5th September 2005 to May 2006 and 3 parents interviewed due to 
availability of willing pupils and their parents.  This was followed by structured and semi-
structured questionnaire administration and interviews with six teachers and pupils [n=22].   
 
The experiences of pupils deemed to be struggling with learning, yet not certificated as having 
learning difficulties were analyzed utilizing the methodology outlined by [Lincoln and Guba 
1985; Creswell 1998; Richards 2005; and Bryman 2004] among others, and the data provided 
rich ground for a potential development of a substantive theory of learning and self-esteem.  
The questions focused on the evidence of classroom, and on verbal and non-verbal teacher 
treatment of the focus group.  It also focused on the perceptions and expectations of teachers 
DQG VWXGHQWV UHJDUGLQJ DVVHVVPHQW >IRUPDO DQG LQIRUPDO@ DQG KRZ LW LPSDFWV RQ SXSLOV¶ VHOI
esteem.  Some themes that emerged in the study included the following: resistance to learning 
and to authority, ridicule and racism, treats and intimidations, student-teacher infatuation, 
racial and bullying, counter- school culture, and unfair teaching practices.  
 
Findings from this research study are a mixed bag.  The evidence suggests that, self-esteem is 
dynamic and has an inherent executive capacity based particularly on individual competence, 
beliefs, thinking and feeling components.  Furthermore, there was no evidence to suggest that 
pupils performing poorly suffered low self-esteem.  
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CHAPTER ONE:  
 
DEFINING THE PROBLEM 
1.0. Introduction  
The self-esteem phenomenon has been heralded as a major factor in the well being of a people, 
[Mecca et al., 1989], and for Cremin [2007], self-esteem is one of the most common 
psychometric measures used to evaluate programmes of various kinds today.  For instance, in 
America, low self-HVWHHPZDVVLQJOHGRXWDVD URRWFDXVH LQ VHYHUDOPDMRUDUHDV µFULPHDQG
violence, alcohol abuse, drug abuse, teenage pregnancy, child and spousal abuse, chronic 
ZHOIDUHGHSHQGHQF\DQGIDLOXUHWRDFKLHYHLQVFKRRO¶6WHLQHP> p. 37].  Further, Steinem 
>LELG@ZULWHV µLQ DKLJKVFKRRO WKDW H[SORUHGFRQQHFWLRQVEHWZHHQ VHOI-esteem and unwanted 
WHHQDJHSUHJQDQF\ WKHQXPEHURIVXFKSUHJQDQFLHV IHOORYHU WKUHH\HDUVIURP WR¶>S
38].  And, to compound on to these assertions, 
Kaplan, Martin and Robbins [1982] demonstrated prospectively that non drug abusing 
teenagers with low self-esteem were significantly more likely in future years to become 
drug abusers than their non-drug abusing age-mates with high-esteem [Schwarzer, 
1992 p. 60].   
 
2QH ZRQGHUV µWhat then is the problem with rich and successful individuals who find 
themselves immersed in drug abuse?¶  Does it follow too, that they have low esteem?  How 
does self-esteem manifest itself and what causes it?  Could assessment [formal and informal] 
contribute to the feeling of low self esteem in poorly performing pupils?  Answers to these 
questions generate a lot of personal, educational, philosophical and psychological questions 
which demand investigating.  
 
However, some researchers such as Emler, 2001 0UXN  GR QRW DJUHH ZLWK &UHPLQ¶V
6WHLQHP¶V2 postulations on Self-esteem.  For instance, Emler [2001] has pointed out 
that using the self-esteem in this way is deeply flawed.  Conversely, Mruk [1999] argues that 
there are problems with the self-esteem concept and its loose use in schools by educationists 
and the implications attached to the phenomenon by politicians, celebrities and educationists 
DOLNH 0UXN>@DUJXHVµDOWKRXJKFRPSHWHQFHDQGZRUWKLQHVVDUH factors that affect self-
HVWHHPLWWXUQVRXWWKDWWKHUHODWLRQVKLSEHWZHHQWKHWZRLVHTXDOO\LPSRUWDQW¶>S@7KXVLI
Mruk [ibid] is correct about competence and worthiness, and since self-esteem is seen as 
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essentially evaluative, referring to the extent to which the individual likes or accepts him or 
herself [Rogers 1951], then we can hypothesise that the majority of borderline pupils with 
learning difficulties should have very low esteem.   
 
However, Cremin [2007] argues that, the difficulty with the concept of self-esteem is that, 
technically, it is morally neutral, which is contrary to the way in which it is often used.  
+\SRWKHWLFDOO\ &UHPLQ >@ DUJXHV LI D \RXQJ SHUVRQ¶V LGHDO VHOI LV EHQW RQ FRPPLWWLQJ
crimes without getting caught and succeeds in doing so; she/he then has high self-esteem.  
1RQHWKHOHVVWKLVLVFRQWUDU\WRWKHVRFLDOZRUNHUV¶WHDFKHUV¶DQGSV\FKRORJLVWV¶QRWLRQRIVHOI-
esteem; rather, it is quite the opposite.  Such a young person is construed as having low self-
esteem and in need of intervention to achieve greater self- worth and greater acceptable social 
behaviour.  Bur, according to Branden [2001], esteem and respect are linked to status in the 
social hierarchy and putting someone down can invite tangible and even life-threatening 
consequences.  
 
This assertion raises questions about our understanding of; and what the agreed definition of 
self-esteem is particularly in education circles.  Questions arise when conflicting evidence is 
presented.  For instance, Branden [2001] further contends that street-gang members have been 
reported to hold favourable opinions of themselves and turn to violence when these estimations 
are shaken; also that playground bullies regard themselves as superior to other children; and 
that, low self-esteem is found among the victims of bullies, but not among bullies themselves.   
 
Now, given that the majority of pupils with borderline learning difficulties often find learning 
and keeping up with the rest of the average pupils very challenging and are often ridiculed by 
peers, does it follow that their self- esteem is diminished in any way?  Does failure to achieve 
unanimously become a single factor for low self-esteem and cause for exclusion and 
expulsions as pupils become disgruntled, turning to mischief and delinquency?  If so, following 
concessions by Steinem 1992; California Task Force 1998, by continuing to retain pupils who 
are failing to achieve, one can argue that schools are breeding future social misfits since it has 
been postulated that learning and achievement collate with self-esteem.  Therefore, this thesis 
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explores how formal and informal assessment may impact upon the self-esteem of pupils with 
borderline learning difficulties in mixed ability English classes. 
 
This chapter which is the introduction of the thesis is divided in two sections.  The first section 
advances the case with key questions in relation to the problem of the study.  The second 
section presents the manifestation of my conceptions; the purpose and significance of the study 
and the questions guiding the investigation.  The chapter also attempts to explain these 
components and sets forth a working definition of self-esteem as well as arguments for its 
validity; its considerations in curriculum and assessment issues in educational structures.   
 
In exploring the research question, the researcher used four principal means of data collection: 
x Questionnaires for teachers, pupils, parents and the head of English department [HoD]; 
x Structured and semi-structured interviews with teachers, pupils, parents and HoD; 
x Participant observation of four English classes during classroom lessons taught by five 
different teachers; 
x Documentary reviews that include school reports IURPWKHLQVSHFWRUDWH>2IVWHG@SXSLOV¶
written work and teachers¶FRPPHQWV 
 
The data were then analysed using the grounded approach [Strauss and Corbin 1990; Lincoln 
and Guba 1985; Charmaz, 1995] in a triangulation process and were also subjected to 
comparative analysis with contemporaneous relevant literature. 
 
1.1. The Research Question:  
An Investigation of the Impact of Formal and Informal Assessment on the Self-Esteem of 
Pupils with Borderline Learning Difficulties and Language Deficiencies in Mixed Ability 
English Language Classes. 
1.1.1. Sub -Questions 
1. To what extent do teachers consider the impact/effect of formal and informal 
DVVHVVPHQWDQGIHHGEDFNRQSXSLOV¶VHOI-esteem?  
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2. How do poorly performing pupils deal with failure, negative and unfavourable 
assessment comments? 
 
3. How do poorly performing pupils deal with positive praise or comments? 
 
4. :KDW DUH WKH WHDFKHUV¶ SHUFHSWLRQV ZLWK UHJDUGV WR VHOI±esteem of their poorly 
performing pupils? 
 
5. :KDW DUH WHDFKHUV¶ SHUFHSWLRQV RI DVVHVVPHQW FRPPHQWV DQG WKHLU HIIHFWV RQ SXSLOV¶
self-esteem or behaviour? 
 
6. What is the evidence that facilitates the justification for the use of self-esteem to 
GHVFULEHSXSLOV¶SHUVRQDOLWLHV" 
 
7. Do teachers have a clear sense of what they mean by self-esteem and its implications? 
 
1.1.2. Objectives  
As with all works of this nature, this thesis was carried out with a view to: 
 
1. Originating a set of research questions and generic learning objectives to frame the 
thesis. 
2. Consider approaches to research, select and justify a method suitable for answering the 
questions posed by and achieving the objectives of this thesis. 
3. As a reflective practitioner and in light of the research undertaken, formulate views 
based on the results with a view of building up a theory. 
4. Consider the extent to which these findings may be generalised and make 
recommendations for action and or further study. 
5. Reflect upon the ways that the context and my own perspectives are relevant to and are 
likely to have influenced this research. 
6. Assess the effectiveness of the research undertaken. 
 
Parallel to these, I also seek to: 
x Study learning/ teaching, in the current UK education policy particularly as it applies to 
assessment and curriculum with a view to checking how perceptions of and subsequent 
assessment of the self-esteem of pupils with borderline learning difficulties and 
language deficiencies by concerned teachers. 
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x Examine the background of assessment and self-esteem in education circles. 
x Observe and analyse a number of English teachers and pupils in English learning 
situations and environments then carry out interviews to ascertain their views on how 
they assess and monitor the self-esteem of pupils with borderline learning difficulties 
and language deficiencies in their classes. 
 
At this juncture, it is noteworthy to indicate that the separate placement of objectives was for 
coQYHQLHQFH¶VVDNHDQGVKRXOGQRWEHFRQVWUXHGWREHVHSDUDWHLVVXHVEHLQJDGGUHVVHG 
1.2. Defining the Problem 
In this modern society, literacy is the gate way to success and a basic and most fundamental 
element everyone should possess.  It follows therefore that, any obstacles that try to hinder 
progress in acquiring this life necessity should be tackled.  In this light, the Assessment Reform 
Group [ARG 1989], argue that assessment for learning should be sensitive and constructive 
because any assessment has an emotional impact.  Thus: 
Teachers should be aware of the impact that comments, marks and grades can have on 
learners' confidence and enthusiasm and should be as constructive as possible in the 
feedback that they give. Comments that focus on the work rather than the person are 
more constructive for both learning and motivation [the Assessment Reform Group 
1989]. 
 
Because learning is not always successful for every learner, I have wondered how pupils, 
especially those with learning difficulties feel if learning outcomes are not favourable.  Are 
FKLOGUHQ¶VVHOI-HVWHHPDIIHFWHGE\WKHZD\WKH\DUHDVVHVVHGE\WKHLUWHDFKHUV¶FRPPHQWVDQG
is the self-esteem a universal phenomenon?  
 
For me, it emerged that there were gaps in my understanding of self-esteem phenomenon and 
how it could or wRXOGQRWDIIHFWSXSLOV¶HGXFDWLRQZKLFKQHHGHGWREHVHHQDQGDGGUHVVHG,
will argue in the later chapters that there are also important gaps in our understanding and a 
lack of it in our definition in the field of self-esteem and some of the deficiencies will be 
addressed directly under various headings in this thesis.  Thus, the focal point to the research 
study is to investigate what is known about self-HVWHHPLQVFKRROVDQGKRZRQH¶VVHOI-esteem is 
affected by class work activities.  Judging from arguments put forward by [Steinem 1994, The 
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California Task Force 1998; McGivney 2003] it is widely accepted by educators [particularly 
WHDFKHUV@ SROLWLFLDQV VRPHSV\FKRORJLVWV DQGFHOHEULWLHV DOLNH WKDW RQH¶V VHOI-esteem can be 
GDPDJHGE\FRPPHQWVDQGDFWLRQVRIRWKHUSHRSOHZKLFKLQWXUQDIIHFWVRQH¶VFRPSHWHQFHDQG
self-worth.. 
 
Many people too believe that education can be used to shape, mould, make or break a people.  
This goes to highlight some of the grey areas that surround self-esteem and what we perceive 
to be the consequences of lack of it.  For instance, commenting on the experiences of an 
excluded girl, Wright et al., [2005] write:   
Sirita believes that coping with school exclusion has greatly contributed to 
strengthening her character.  As a result, she believes that she is now more mature, 
determined and aware.  She has learnt how to deal with painful problems because she 
developed confidence and communication skills during the appeal procedures.  Sirita 
argues that she has the will-power to work hard and get good grades in her GCSEs. She 
plans to go to Beauty College and own a beauty salon and is optimistic that her future 
aims will disprove the predictions of her teachers [p.45]. 
 
Nonetheless, despite the fact that education may not provide equality, it does change the 
TXDOLW\RISXSLOV¶OLYHV$VVXFKHGXFDWLRQDOHTXLW\LVDSROLWLFDOLVVXHZKLFKLVV\VWHPDWLFDOO\
opposed as is observed in the following quotations by P.M. Blair; [the then Labour Party leader 
and Prime Minister of Great Britain] 
 
µ(GXFDWLRQLVDQGUHPDLQVWKHDEVROXWHQXPEHURQHSULRULW\IRUWKHFRXQWU\EHFDXVHZLWKRXWD
TXDOLW\HGXFDWLRQDOV\VWHPDQGDQHGXFDWHGZRUNIRUFHZHFDQQRWVXFFHHGHFRQRPLFDOO\¶ [The 
Times Educational Supplement, July 05- 2002].  Further, Blair [ibid] argues: 
A generation ago Britain tolerated an education system with a long tail of poor 
achievement because there was a plentiful supply of unskilled and semi-skilled jobs.  
This is no longer the case.  By breaking the cycle of underachievement in education we 
FDQH[WHQGRSSRUWXQLW\DFURVVVRFLHW\¶>LELG@ 
 
6XSSRUWLQJ 30 %ODLU¶V >@ UHPDUNV Whe Department for Education and Employment 
[DfEE] [1995-@DUJXHWKDWµWKHVXFFHVVRIFKLOGUHQDWDVFKRROLVFUXFLDOWR the economic, 
health and social cohesion of the country, as well as to their own life chances and personal 
IXOILOPHQW¶7HFKQLFDOO\WKH>'I((@LVUHIHUULQJWRWKHGRPLQRHIIHFWVRIHGXFDWLRQWKHFRJV
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that drive the education successes and its importance to the prosperity of the nation, [if more 
and more students succeeded in learning].  
 
The remarks by the DfEE and Mr Blair [2002] seem to suggest that all is not well in the 
education circles at this point in time.  To back this assumption, the then secretary of State 
(GXFDWLRQDQG6NLOOV(VWHOOH0RUULVUHVRQDWHV%ODLU¶V>LELG@DQGthe Department for Education 
DQG(PSOR\PHQW¶V-2006 by arguing: 
At almost every point in our lives what happens in schools matters to us.  As a country, 
we are still wasting an enormous amount of talent by denying some of our children the 
quality of education that would make a real difference to their lives. 
The most vulnerable pupils are those with learning difficulties as they usually slip through the 
cracks and thus remain, for the most part, a major underserved and inappropriately served 
group of students in our schools today.  However, what the then secretary of State echoes is not 
a new phenomenon but rather, a fossilized reality of denying some children the much needed 
means to a better future.  Although it is true that, good education does not guarantee better life, 
in these modern times, it certainly is the key to better avenues.  
However, despite the fact that, gaps exist in the research literature in the areas of self-esteem 
DQG KRZ LW LV DIIHFWHG E\ DVVHVVPHQW DQG WKH SXSLOV¶ YLHZV RI WKH SKHQRPHQD 0F*LYQH\
>@DWWULEXWHVIDLOXUHWRVXFFHHGLQHGXFDWLRQWRµORZVHOI-HVWHHP¶0F*LYQH\>LELG@DVVHUWV
WKDWµORZµVHOI-HVWHHP¶LVWKHSUREOHPWKDWSUHYHQWVPDQ\IURm engaging not only in education 
EXW LQRWKHUIRUPVRIYDOXDEOHDFWLYLW\¶>S@ 1RQHWKHOHVVMcGivney [2003] is not alone in 
WKLV EODWDQW FDVWLJDWLRQ RI WKH µVHOI-HVWHHP¶ SKHQRPHQRQ  0DQ\ SHRSOH >HGXFDWRUV
psychologists, politicians and celebrities alike] believe that self-esteem is consequently 
LQIOXHQWLDOLQVKDSLQJSHRSOH¶VOLYHVConversely, some believe that, a sound self-esteem [locus 
of control] is capable of curing all bounds of social life; from health to education, right through 
to personality [see Baumel on line]. 
 
It is a concern to me how self-HVWHHPKDVVXGGHQO\EHFRPHVRXELTXLWRXVDQGDµYHU\LPSRUWDQW
DVSHFWRIRQH¶VSHUVRQDOLW\¶DQG\HWZHUHDOO\GRQRWKDYHDWUXHSLFWXUHRIZKDWVHOI-esteem is 
or is not.  I would argue that, there is no consensus on the exact meaning of self-esteem 
phenomenon.  To some scholars; it is just a mirage hence no consensus on what it really is.  
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From this standpoint, it is intriguing to hear the likes of Oprah Winfrey, teachers and other 
celebrities blaminJµVHOI-HVWHHP¶IRUDOOWKHLOOVRIWKHZRUOG 
 
For instance, Mecca, Smelser and Vasconcellos [1989] postulate: 
The well-being of society depends on the well-EHLQJ RI LWV FLWL]HQU\«WKH PRUH
particular proposition that forms our enterprise here is that many, if not most of the 
problems plaguing society have roots in the low self-esteem of people who make up 
society [p.1].  
 
&RUURERUDWLQJ6WHLQHP>@ZULWHVµVLQFHVWXGLHVVKRZWKDWORZVHOI-esteem correlates with 
both prejudice and violence -that people who have a negative view of themselves also tend to 
YLHZRWKHUSHRSOHDQGWKHZRUOGQHJDWLYHO\¶>S@:KDWRIDVFKRROFKLOGZKRVHH[SHFWDWLRQ
is to fail because s/he is failing to cope with education demands?  Moreover, is it not common 
knowledge that, experience leads to expectation and expectation to behaviour?   
 
Baumeister, [2001] found that street gang members were reported to hold favourable opinions 
of themselves and turned to violence when these estimations were shaken.  The same trend was 
manifested by playground bullies who regarded themselves as superior to other children and so 
are violent criminals who describe themselves as superior to others - as special, elite persons 
who deserve preferential treatment [ibid].   
1.3. Self-Esteem Contours 
So, what are the contours that provide for self-esteem?  From the various definitions available 
DQG IURP VWXGHQWV¶ SRLQWV RI YLHZ LW VHHPV WKHVH FRQWRXUV DSSHDU WR FRPH IURP OHDUQLQJ
H[SHULHQFHVLQWHUDFWLRQVZLWKWHDFKHUVDQGSHHUVSDUHQWV>WKHFKLOG¶V environment].  To begin 
to research the role of self-esteem in learning and assessment, there is need to draw upon 
assessment feedbacks, experiences of learners with borderline difficulties and language 
deficiencies and analyse their feelings to establish its manifestation or otherwise.  However, 
Cremin [2007] argues that, the difficulty with the concept of self-esteem is that, technically, it 
is morally neutral, which is contrary to the way in which it is often used.   
 
For Steinem [1994] the influence of self-esteem goes much further than the school experiences, 
as shown by the hailing the phenomenon is receiving.  Steinem [ibid] espouses that, self-
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HVWHHPLVµDSUHUHTXLVLWHIRUGHPRFUDF\DQGIRUHTXDOSRZHULQGHPRFUDF\>LELG@7KLVSUHPLVH
by Steinem [1994], is substantiated by a definition of self-HVWHHPE\WKHµ7DVN)RUFH¶FUHDWHG
E\ &DOLIRUQLD¶V OHJLVODWRUV ZKLFK SRVWXODWH WKDW µ6HOI-HVWHHP LV D VRFLDO µYDFFLQH¶ DJDLQVW DQ
epidemic of school dropouts, teenage pregnancy, domestic violence, drug and alcohol 
DGGLFWLRQFKLOGDEXVHDQGRWKHUGHVWUXFWLRQVRIWKHVHOIDQGRWKHUV¶>LELGS].  
 
For Wells [online], children with low self-esteem have a difficult time dealing with problems, 
are overly self-critical, and can become passive, withdrawn, and depressed.  They may hesitate 
to try new things, may speak negatively about themselves, are easily frustrated and often see 
temporary problems as permanent conditions.  They are pessimistic about themselves and their 
life.  Furthermore, Wells [ibid] contends that, criticism from parents or others can cause 
children with low self-HVWHHPWRIHHOZRUVH)XUWKHUKH>LELG@DOVRSRVWXODWHVWKDWµFKLOGUHQFDQ
also develop low self-HVWHHPLISDUHQWVRURWKHUVSUHVVWKHPWRUHDFKXQUHDOLVWLFJRDOV¶7KXV
:HOOV¶>online] arguments about self-esteem so far, put paid to the controversies that surround 
the self-esteem phenomenon.    
 
+RZHYHU DORQJ VLPLODU DUJXPHQWV D PRUH UHFHQW DUWLFOH µ.,//(5 )$7+(56¶ E\ µ7KH
6XQGD\ 7HOHJUDSK¶ RI 1RYHPEHU -2006: Yellowlees [2006] proved that the self-esteem 
argument has moved from just being a partisan issue to being political and a social phenomena.  
Yellowlees [ibid] reignites the low self-esteem debate started by the California task force 
[1998] claims.  By blaming lack of self-HVWHHPIRUWKHPHUFLOHVVNLOOLQJVRIRQH¶VRZQFKLOGUHQ
Yellowlees [2006] is masking the actual cause or problem; despite revelations by psychologists 
DQG SROLFH RIILFHUV WKDW µILQGLQJ FRPPRQ IDFWRUV DPRQJ PXUGHURXV IDWKHUV LV QRWRULRXVO\
GLIILFXOW¶>ibid]. In the same article, Yellowlees [ibid] further argues: 
Women tend to talk to friends, go out and drink too much or maybe chop off the 
VOHHYHVRIWKHLUKXVEDQGV¶VXLWV2WKHUVLQSDUWLFXODUWKHVHIDWKHUVKDYHQRWGHYHORSHG
those coping skills.  They have low self-esteem; they are very controlling and less able 
WRKDQGOHUHMHFWLRQ7KH\FDQ¶WWDONDERXWLWLWLVDVLIWKH\KDYHIDLOHGDQGWKH\FDQQRW
accept that.  They feel utterly humiliated and respond with the ultimate act of revenge... 
[The Sunday Telegraph 19/11/2006 p.20] 
 
What I fail to understand from <HOORZOHH¶VDUJXPHQW>LELG@LVZKDWVWRSVPHQIURPGHYHORSLQJ
the so called coping mechanisms as women do?  The disparities that self-esteem is said to 
affect individuals manifesting similar traits raises more questions than answers.   
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,QXQLVRQ%URZQH>7KH6XQGD\7HOHJUDSK@DUJXHVµWKHPLQRULW\VXIIHUIURPSHUVRQDOLW\
disorders ±the mentally ill.  But there is a majority who have a history of violent and abusive 
behaviour, the so-called µJHQHUDOO\YLROHQW¶ 7KHVDPHDUWLFOHDUJXHVWKDWµERWKJURXSVRIWHQ
had troubled childhoods making them particularly challenged by feelings of jealousy and 
IHDUIXORIDEDQGRQPHQW¶ 
 
The confusion surrounding self-esteem phenomenon continue to amount, as Levin [2006] 
FRQWULEXWLQJWRDQDUWLFOHLQ>7KH6XQGD\7HOHJUDSK@SRVWXODWHVµSV\FKRORJLVWVDUJXHWKDW
the majority of women who kill their children are seriously mentally ill, fathers who do so 
UDUHO\ DUH QRW¶ EXW DQ DFW RI ORZ VHOI-esteem.  Such discrepancies create the confusion that 
surrounds the self-esteem phenomenon.  Where is the empirical evidence that led Levin [2006] 
to suggest the disparities between mother killers and father killers?  
 
A brief look at self-esteem properties may influence an informed understanding of the 
phenomenon.  Thus, Branden [1969] describe self-esteem properties as follows: 
x ,WLVDEDVLFKXPDQQHHGLHµLWPDNHVDQHVVHQWLDOFRQWULEXWLRQWRWKHOLIHSURFHVV«LV
indispensable to normal and healthy self-developmeQWDQGKDVDYDOXHIRUVXUYLYDO¶ 
 
x Is DQ DXWRPDWLF DQG LQHYLWDEOH FRQVHTXHQFH RI WKH VXP RI DQ LQGLYLGXDO¶V FKRLFHV LQ
using their consciousness? 
 
x Self-HVWHHP LV H[SHULHQFHG DV D SDUW RI RU EDFNJURXQG WR DOO RI WKH LQGLYLGXDO¶V
thoughts, feelings and actions.  
 
As can be seen, the self-esteem phenomenon is linked to wide ranging magnitudes of problems 
that bedevil society today.  However, there are some individuals who question the premise of 
self-esteem as argued by Steinem [1998] and California Task Force [1998]. For example, 
Seligman [1995b] writes:  
Armies of American teachers, along with American parents, are straining to bolster 
FKLOGUHQ¶V VHOI-esteem.  That sounds innocuous enough, but the way they do it often 
HURGHVFKLOGUHQ¶VVHQVHRIZRUWK%\ emphasizing how a child feels, at the expense of 
what the child does-mastery, persistence, overcoming frustration and boredom, and 
meeting a challenge-parents and teachers are making this generation of children more 
vulnerable to depression. [p. 27] 
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Therefore, considering the various conceptions of self-esteem discussed so far, it can be argued 
that none has been able to provide a comprehensive and convincing definition.  So, I too am 
SHUSOH[HGE\WKHSUDJPDWLVPµVHOI-HVWHHP¶KDVUHFHLYHGLQWKHSDVWDQGcontinues to receive to 
GDWH  7KH µLQIHFWLRXV¶ ZD\ WKLV SKHQRPHQRQ KDV EHHQ FKURQLFOHG DQG KHUDOGHG DQG LWV
widespread use has captivated my desires to explore its uses and influences in the education 
circles.  If, the self-esteem phenomenon has such devastating consequences, why do 
progressive governments continue to force failing, despised and disgruntled pupils in the 
school system against their will?  Does it not follow then, that we are breading a new 
generation of future killer fathers, prostitutes and social misfits in our schools?   
 
I am therefore drawn to this subject of self-esteem not only because it has just begun to be a 
big political and contemporary issue but because I foresee a danger that we may be aiming at a 
phantom or aiming in a wrong direction all together.  As such, all education efforts being 
pursued may turn out to be blanks, or we may as well be bucking a wrong tree by heralding 
self-HVWHHPLVVXHVDVµWKH¶SUREOHP 
 
Maybe self-esteem is not at all responsible for these social discords or I maybe sceptical of 
self-HVWHHP¶VH[LVWHQFH,DP\HWQRWVXUH5DWKHU,DPVXUHWKDWWKHXQFHUWDLQW\VXUURXQGLQJ
this phenomenon, has motivated me to explore its existence or non existence in pupils with 
borderline difficulties and language deficiencies learning in mixed ability English language 
classes.  To attempt to do this effectively, I decided to explore the self-esteem phenomenon 
within a school setting through the exploration of various assessment regimes and school ethos. 
 
By exploring this phenomenon, I do not envisage producing an argument about self-esteem, 
but to begin to understand the phenomenon and how it may be affected by the way we assess 
pupils.  I hope to heighten awareness and create a dialogue about the self-esteem phenomena 
within a specific context and content.  I envisage that the research can lead to better 
understanding of how pupils feel when learning outcomes are not favourable. 
 
So, I chose to explore this phenomenon in English lessons environment: firstly because of the 
VXEMHFW¶V VWUHQJWK DQG LQIOXHQFHDV DPHGLXP IRU OHDUQLQJRWKHU VXEMHFWV 6HFRQGO\ a mixed 
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ability English language classroom in a multicultural society, provides a unique opportunity for 
studying diverse assessment techniques used by teachers to assess diverse multicultural pupils.  
For, the ethnic and cultural diversity represented in any multicultural English language class 
depends on the population served by the institution within which it is embedded, and so should 
be the self-esteem phenomenon of individuals. 
 
Therefore, in order to contribute to debate in this area of interest, this thesis will go on to 
HVWDEOLVKWKDW WKHOLWHUDWXUHUHYLHZZRUNLQGLFDWHG ODFNRIFODULW\LQ WKHILHOGVRISXSLOV¶VHOI-
esteem in relation to some crucial areas of curriculum and assessment further compounding 
difficulties surrounding understanding self-esteem.  Secondly, the concept of self-esteem needs 
defining as there is no agreement on its definition either theoretically or operationally, which 
suggests that we require a better taxonomy of researched self-esteem phenomena.  This leads to 
a need for better clarity in terms of definition and empirical research evidence that would allow 
researchers to begin to define self-esteem boundaries.   
 
It is also noteworthy at this juncture to mention that I adopt this line of argument with 
recognition that I have yet to come across research works that have reported reliability and 
empirical evidence regarding self-esteem issues, identification and relevance in learning and 
how it is affected by assessment and learning. 
 
Conversely, Mruk, [1999] argues: 
It is possible even necessary to see self-esteem as an on going developmental process.  
From this point of view, self-esteem is not just a stable influence from the past, once set 
shapes perception and behaviour.  Rather, this position allows us to see, that new 
situations or events may influence self-esteem or even change it over the course of a 
lifetime [p.39].  
 
0UXN¶V>LELG@VWDWHPHQWVXJJHVWVDQGGHPRQVWUDWHVWKDWWKHUHDUHlots of grey areas, confusions 
and gaps that still exist in our understanding of esteem issues. 
 
Furthermore, Mruk, [1999] postulates that,  
When we reach a goal that requires dealing effectively with problems or obstacles that 
also have personal significance, then we demonstrate a higher level of competence of 
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dealing with the challenges of living than we have known before.  Such successes 
UHSUHVHQWDGHYHORSPHQWDODFKLHYHPHQWLQWKHSHUVRQ¶VRZQPDWXUDWLRQ>S@ 
 
Is the later argument by Mruk [ibid] prevalent in young pupils still at school?  If so, what then 
happens if pupils fail to achieve higher levels of competence as postulated by Mruk?  Does 
failure to demonstrate a higher level of competence trigger a sense of low self-esteem?  If it 
does, are we then justified to blame self-esteem and not lack of incompetence?   
 
The variances in the self-esteem definition [see chapter two] raise questions that led me to 
wonder how pupils who find learning a little challenging are coping.  I also question how 
edXFDWLRQ DV D IDFWRU FRQWULEXWHV WR WKH GLPLQLVKLQJ RI SXSLOV¶ VHOI-esteem through the 
administration of assessment and feedback?  However, to begin to speculate and attribute 
negatives and positives about a phenomenon that has no agreed consensus and definition 
creates problems.  So I endeavour to explore how assessment might impact upon the self-
esteem of pupils with borderline difficulties and language deficiencies in mixed ability classes.  
From the many definitions I have explored about the self-esteem phenomenon, my working 
understanding of self- esteem LVµRQH¶VUHIOHFWLRQVPLUURUHG-image of competence, beliefs and 
YDOXHVWKDWVHWWKHWRQHZLWKZKLFKWRSUHVHQWRXUVHOYHVWRWKHUHIOHFWLRQVRIWKHZRUOG¶,WLV
however noteworthy to indicate that, the provision of my understanding of the phenomenon 
does not shed light on what is and is not self-esteem and hence does not remove the scepticism 
of the phenomenon. 
1.4. Possible Causes of Low Self-Esteem at School 
I explore the self-esteem phenomenon in the knowledge that the efficacies of the current 
assessment methods in learning have had a noteworthy impact on public education culminating 
in demands for alternative assessment methods.  It appears that the diversity of cultures now 
prevalent in England and :DOHVGLIIHUHQW OLIH VW\OHV DQG HPSOR\HUV¶GHPDQGV IRUEHWWHU DQG
knowledgeable school leavers is convincing the public education authorities to make 
assessment alternatives available.  As a result, a paradigm that supports learning as opposed to 
the current educational measurement and assessment practices which seem to emphasise 
sorting and selecting students appear to be gaining impetus.  Thus, the [ARG] Assessment 
Reform Group, [2002] argues: 
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A teacher's planning should provide opportunities for both learner and teacher to obtain 
and use information about progress towards learning goals.  It also has to be flexible to 
respond to initial and emerging ideas and skills.  Planning should include strategies to 
ensure that learners understand the goals they are pursuing and the criteria that will be 
applied in assessing their work.  How learners will receive feedback, how they will take 
part in assessing their learning and how they will be helped to make further progress 
should also be planned. 
 
This drive for accountability has its own consequences on the less gifted learners as they find 
themselves sidelined in pursuit of excellence.  Meanwhile, Frederiksen et al., [1993] have 
proposed the development of a new test theory grounded specifically in recent developments in 
cognitive theory as opposed to the current system that appear to be embedded more on 
accountability which some analysts think is only serving political aims.  Conversely, Shepard 
>@DUJXHV µWKHSHUYDVLYHQHJDWLYH HIIHFWVRIDFFRXQWDELOLW\ Wests and the extent to which 
H[WHUQDOO\ LPSRVHG WHVWLQJ SURJUDPV SUHYHQW DQG GULYH RXW WKRXJKWIXO FODVVURRP SUDFWLFHV¶
>S@ 0\XQGHUVWDQGLQJRI6KHSDUG¶V [ibid] observation [ibid] is that, although testing is an 
essential component of schooling, it brings undesirable residues if it is only tailored to answer 
accountability critics.   
 
More broadly, sociologist )XUHGL>@DUJXHVWKDWµHGXFDWLRQKDVDOZD\VSOD\HGDFHQWUDOUROH
LQVKDSLQJDFXOWXUH¶VDFFRXQWRIKXPDQSRWHQWLDODQGWKHVRFLDOUHODWLRQVWKDWIROORZIURPLW¶
[quoted by Ecclestone 2006, p.13].  Suffice therefore to say, in this fast paced world, education 
LVJHQHUDOO\ORRNHGXSRQE\PDQ\DVµDYHKLFOHIRUFKDQJH¶DQGRUDVDQDJHQWIRUWUDQVPLWWLQJ
DQDWLRQ¶VFXOWXUH7KHUHIRUHLWLVRQO\ logical to suppose that conscientious individuals may 
ILQG LWGLVWXUELQJ LI WKLQJVGRQRWDGGXS 7KXV µSHRSOHV¶SHUFHSWLRQRI WKHLUDELOLW\ WRFRSH
ZLWK OLIH¶V SUREOHPV LV VKDSHG E\ WKH SDUWLFXODU DFFRXQW WKDW WKHLU FXOWXUH RIIHUV DERXW WKH
nature of huPDQ SRWHQWLDO¶ >LELG@  2Q WKDW QRWH (FFOHVWRQH >@ DUJXHV µRQFH FXOWXUDO
accounts of self and identity take an introspective, diminished turn, beliefs about potential and 
aspirations change too [p.13].   
 
This observation is crucial to the learning spirit of all school children and teachers alike.  A 
chain of failing marks may dampen the verve to learn and enjoy a particular activity.  Could 
this lose of verve to learn be equated to a sense of lost self-esteem, I wonder?  However, it 
should be born in PLQG WKDW RQH PDQ¶V PHDW LV DQRWKHU PDQ¶V SRLVRQ 6XJJHVWLQJ WKDW
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depending on individuals, character and culture, failure can turn out to be a motivating factor 
and a drive to persevere.  
 
For me, education is an endeavour that is central to empowering both the free and full 
development of every individual child and a socially necessary development that must meet the 
needs of a people as a whole.  Therefore, institutions where this endeavour is cultivated and 
natured becomes an important part of the lives of children where they begin to develop new 
skills; make friendships that help prepare them for their future.  Importantly, it is worth 
remembering that, pupils learn for compelling reasons that affect their lives and livelihoods; 
they may envisage better jobs upon completion of their studies, furthering educational 
opportunities, promoting social interaction, adaptation to a new culture, or enhancing their self-
esteem.  This education is acquired in learning environments where classroom experience is 
affected by social and internal factors such as interaction between students and their teacher(s), 
classmates and peers, the content of the curriculum, the feedback and assessment etc.  To me, 
this is the real world of challenges that perhaps need to be inculcated and fostered.  If then, in 
the process of acquiring this important aspect of life, pupils find their self-esteem diminished, 
maybe for these disgruntled children, education is not worth it.  Maslow [1970] argues that, 
such individuals will never actualize or reach their full potentials. 
 
Conversely for other people, education is considered a tool that elevates individuals people out 
of poverty and ignorance; hence the continual monitoring of developments that may affect its 
worthiness by education practitioners.  So, one would want to believe therefore that, in this 
country and elsewhere in the world, public education is about reducing prejudices that, in other 
quarters have often been a potential source for conflicts.  This entails drawing up and planning 
the curriculum, testing and assessing pupils and changing the curriculum and assessment 
regimes in a manner that does not diminish the way individuals construct themselves as 
subjects. 
 
The irony with this drive is that, the general growth in demands for accountability and 
educational reform increases the salience of testing to high stakes testing as argued by 
[Gardner 2006; Ecclestone 2005; Harlen 2004; Madaus 1988].  Given the central role that 
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assessment now plays, there is greater need to engage all pupils in learning and to cater for 
individual learning difficulties. 
 
However, the provision of this much needed commodity, does not equate classes, but rather 
brings realisations of their own.  Thus, Sapsford and Jupp [1996] argue, 
Apart from being a preservation of social structure of the society, education also 
EHFDPH D µVLWH RI FODVVLILFDWLRQ¶ SKHQRPHQRQ  %XW PRUH LQVLGLRXVO\ VFKRRO SOD\V D
part in assigning some children to higher-grade occupations and others to lower ones 
by a process of self-shaping, resulting in rank-ordering of children with regard to their 
abilities [p.333]  
 
As a matter of fact, in order to minimise disadvantages brought by assessment in 
learning/teaching, it has become imperative that teachers have a better understanding of the 
assessment system being used as well as its uses and abuses.  This calls for, over and above 
standardized testing, oral questioning and informal observations ±that are central to the 
assessment that teachers rely on to make informed decisions.  One wonders then if all children 
or the majority of them are ready to produce the kind of demands of the new reforms, without 
impeding on their self- esteem.  This may be one factor that lends teachers to talk of this or that 
FKLOG¶VORZVHOI- esteem or the mediDGHVFULELQJRQH¶VSHUVRQDOLW\DVKDYLQJORZVHOI-esteem.   
 
6XFKGHVFULSWLRQVRIOHDUQHUVOHDGPHWRZRQGHUWKHQµZKDWWKLVVHOI-esteem really is; how it 
affects pupils and if it can be observed, measured and or categorised and more importantly, 
what teachers and pupils perceive it to be?   
 
For the purpose of exploring the impact of assessment on the self-esteem phenomenon, a 
mixed ability English language classroom is an interesting context for studying how the self-
esteem of pupils with borderline learning difficulties and learners with language deficiencies 
are affected by classroom activities, formal and informal assessment curriculum and school 
HWKRV0DQ\EHOLHYHWKDWLQGLYLGXDOV¶VHOI-esteem can be fostered in what can become a safe 
composite of culture, gender, class, religion, nationality, race and educational aspirations or 
can be unwittingly shattered by the way pupils are assessed or viewed. 
 
Conversely as Branden [2006] argues, if teachers tried to nurture self-esteem by empty praises 
that bHDU QR UHODWLRQVKLS WR WKH VWXGHQWV¶ DFWXDO DFKLHYHPHQWV -dropping all objective 
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standards, allowing students to believe that uniqueness is the only passport to self-esteem, then, 
they undermine self-esteem and academic achievements. 
 
Therefore, with BranGHQ¶V >@ DUJXPHQW LQ PLQG WKH IRFXV RI WKLV UHVHDUFK LV DLPHG DW
exploring the impact of formal and informal assessment on the self- esteem of pupils with 
borderline learning difficulties and language deficiencies.  In an attempt to achieve these, the 
study explores how some pupils may be challenged by the way assessment is administered 
which may influence classroom interaction and future self-worth of these individual pupils.  
The experience of interaction in this contact zone has a special relevance for understanding and 
acquiring the skills necessary for understanding and coping with the rapidly evolving 
opportunities for interaction in a global society.  Home and school learning activities will be 
compared in order to determine how different curricuODDFWLYLWLHVDIIHFWFKLOGUHQ¶VVHOI-esteem. 
7KHIRFXVRIWKLVZRUNZLOOEHRQWKHSXSLOV¶FRQWULEXWLRQVDQGSHUFHSWLRQVDOWKRXJKWHDFKHUV¶
LQSXWVZLOODOVREHFRQVLGHUHGDVWKH\SOD\DYLWDOUROHLQSXSLOV¶PRUDO 
 
In order to understand the impact of formal and informal assessment on the self-esteem of 
pupils with borderline difficulties, their opinions and attitudes, the next chapter [chapter two] 
will explore some theories and concepts that are likely to throw light on the findings of the 
study.   
1.5. How My Conceptions Were Manifested 
When I started teaching in 1987, having gone through teacher training for three years, a group 
of pupils presented problems that were difficult to handle, problems that left other teachers and 
me unable to assist these pupils.  During my early years as a newly qualified teacher, I 
experienced times when; having identified the needs of certain individual pupils, -who were 
struggling with learning, I simply did nothing due to my in ability to assist.  So, unwittingly I 
allowed these pupils to further deteriorate into slow learners.  Some inevitably dropped out of 
school as they did not find solace in continuing with education. 
For those who laboured on, my failure to tackle this phenomenon gradually led those pupils to 
be disenchanted by learning, bad behaviour crept in and in some instances led to truancy, 
bullying and petty crimes and eventually lose of trust in education.  When I reflect on this, I 
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KRSHWKDW,GLGQRWKHOSEUHHGµIXWXUHNLOOHUIDWKHUV¶VRFLDOPLVILWVDQGOow self-esteem citizens 
who will vote unwisely as postulated by Steinem [1994, Yellowlees 2006]. 
As a newly qualified teacher, I found solace from the fact that the experienced colleagues were 
no better as they could not offer any practical solutions.  They too had pupils whom they had 
branded trouble-PDNHUVGXOOEXOOLHVDQGLQVRPHFDVHVµXQWHDFKDEOHV¶ 2QHSDUWLFXODUJLUO¶V
comment troubled me then and still worries me now.  Having failed to get correct answers to 
what I thought were simple Maths problHPVWKHJLUOVDGO\VDLGWRPHµ\RXNQRZZKDW6LU,
VRPHWLPHVZLVKP\DQVZHUVZHUHWKHRQO\FRUUHFWRQHVDQGHYHU\RQHHOVHZHUHZURQJ¶+HUH
was a pupil who looked and felt sad that she was getting some Maths wrong and yet, wished 
she was the cleverest pupil.  
Later on however, the experience of teaching primary pupils and later drawing up learning 
programmes for both primary and secondary pupils with learning difficulties, cemented my 
desire to look into the problems that I encountered as a newly qualified teacher.  My 
LQYROYHPHQW ZLWK WKH =LPEDEZH 6FKRROV¶ 3V\FKRORJLFDO 6HUYLFHV GHHSHQHG DQG DWWXQHG P\
quest to take a closer look on pupils with borderline learning difficulties since, to me this group 
of pupils is the most marginalised and in cases, let to deteriorate into slow learners by the 
WHDFKHUV¶ LQHSWQHVV LQGHDOLQJZLWK WKHLUGLOHPPDV 6XFKSXSLOVZLOO LQHYLWDEO\ OHDYHVFKRRO
without any form of qualifications. 
In Zimbabwe for instance, it is not unusual to meet a large group of pupils whose parents spent 
so much time and money educating their children and yet, some of these children came out of 
the system with no qualifications at all.  To me, this professionally and morally wrong as the 
chances of these youngsters succeeding in life are next to nothing and yet, these pupils could 
have been assisted whilst they were still at school.   
7KHTXHVWLRQRI µZKDWFDQEHGRQH IRU WKHVHSXSLOV OD\GRUPDQW LQP\ VXE-conscience until 
during my short stint ZLWKWKH=LPEDEZH6FKRROV¶3V\FKRORJLFDOVHUYLFHVLn 1990.  It was then 
WKDW , DSSUHFLDWHG0DVORZ¶V >@DUJXPHQW WKDW HYHU\RQHKDV IXOOSRWHQWLDO WR OHDUQZLWK
some learning faster than others, although with variables affecting individual person's speed of 
learning and that, individuals vary in ways they prefer to learn.  
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For me, to let these pupils and parents invest so much time and money for nothing is 
professionally and morally wrong and unacceptable.  Therefore, to harness this trend, I believe 
that teachers need better diagnosis of borderline needs and to know how assessment generally 
LV DIIHFWLQJSXSLOV¶SHUIRUPDQFH DQG WKHQGHYLVH SUDFWLFDOPHWKRGVRISDVVLQJRQ WKHFRUUHFW
diagnosed results to the next teacher.  There is also need to know how informal and formal 
DVVHVVPHQWDIIHFWVFKLOGUHQ¶VVelf-esteem or behaviour and the ethical and technical difficulties 
of assessing self-esteem.  
 
So, for these professional and personal reasons discussed earlier, an attempt to investigate how 
formal and informal assessment may impact upon the self-esteem of pupils with borderline 
learning difficulties and language deficiencies is on the pinnacle of this study.  To achieve this, 
students from different races, continents and language backgrounds were observed and 
interviewed in an attempt to describe the many-faceted relationships and feelings among the 
students and their teachers, who are themselves from very different backgrounds.  As Apple, 
[1979] argues, µany subject matter under investigation must be seen in relation to its historical 
roots - how it evolved, from what conditions it arose, etc.- and its latent contradictions and 
WHQGHQFLHVLQWKHIXWXUH¶>S@ 
 
I therefore set to carry out an in-depth ethnographic case study of pupils with borderline 
difficulties at an urban multi-ethnical community college in the Highfields district of Leicester 
City.  This is a college mainly made up of pupils from working class, asylum seekers and 
impoverished backgrounds.  The majority of pupils at this community college use English as 
their second and some third language.  Arguments put forward by psychological 
DQWKURSRORJLVWVVHHPWRSRLQWRXWWKDWLQGLIIHUHQWFXOWXUHVFKLOGUHQ¶VLQGLYLGXDOGHYHORSPHQW
and participation in social practices is mediated through language [Stevens, 2000]. 
 
In unison, Hymes [1972] argues that children need to learn not just various aspects of the 
language system ±grammar, phonology etc. but also how to become competent speakers within 
a particular cultural setting.  Miller and Hoogstra, [1992], argue further that:  
Children have to know when and how they should talk in different contexts and with 
different people and how to interweave non-verbal gestures and body language in with 
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VSHHFK(TXDOO\LPSRUWDQWWKH\KDYHWROHDUQZKHQDQGKRZOLVWHQDQGKRZWRµGHWHFW
and interpret the unsSRNHQDVVXPSWLRQVWKDWOLHEHKLQGWKHWDON¶>S@ 
 
As can be appreciated, these skills are crucial competences necessary in learning and shaping 
RQH¶VH[SHULHQFHVRIVHOI)RU9\JRWVN\>@FKLOGUHQILUVWLQWHUQDOL]HWKHUHDO-life dialogues 
they have had with others and apply these to mental problem solving.  It should be remembered 
that sometimes, problem solving may be a group work affair rather than a solitary mental 
DFWLYLW\  7KXV µEHFDXVH WKH LQWHUQDOL]HG GLDORJXHV EULQJ ZLWK WKHP WKHLU VRFLDO Dnd cultural 
connotations, the language children use to think with is always heavily culturally and socially 
VLWXDWHG¶>6WHYHQVS@ )XUWKHUPRUH6WHYHQV>LELG@FRQWHQGVWKDW WKHYHU\OHDUQLQJ
DFWLYLWLHVZKLFKIRUPWKHEDVLVIRUFKLOGUHQ¶VFRJQLWive and conceptual development are those 
which induct them into particular cultural values and beliefs and ways of organising knowledge 
and experience.  If this argument is valid, children might have internalised popular images of 
self-esteem, outlined in the first sections of this chapter.  So, hypothetically, it should be easy 
to identify and explore self-esteem problems in this learning environment, at this community 
college. 
 
The participants for this research were identified through the recognition of choice, networking 
with teachers and reflection through observations.  Follow up interviews validated their 
experiences and allowed them to reflect on their respective roles, feelings of success and 
failures as well as approval and discontentment on issues being investigated.  Choice 
exercising was a dominant founding principle and commitment to personal and educational 
needs which were the key to participation in this research project. 
1.6. Statement of Purpose 
The purpose of this in-depth ethnographic case study is to investigate and describe how formal 
and informal assessment impacts upon the self-esteem of pupils with borderline learning 
difficulties and language deficiencies learning in mixed ability English language classes.  Also, 
this thesis will strive to explore whether populist, generalised uses of self-esteem permeate the 
school¶VKLGGHQFXUULFXOXP.  The study will explore how teachers interact with their students in 
lesson deliveries, the feedback, types of feedback and the impact they have on stXGHQWV¶
emotions and self-esteem toward school.  It explores the frequency and duration of time they 
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allow between question and answer for different ethnic pupils in lessons as well as the different 
academic outcomes that result from the sessions.  At this stage in the research, self-esteem is 
GHILQHGDV µWKHFXOPLQDWLRQRI IHHOLQJVDQGSHUFHSWLRQVPDQLIHVWHG LQSXSLOV¶ LQZDUG ORRNLQJ
PLUURUVRIWKHPVHOYHVWRZDUGVHGXFDWLRQ¶ 
 
%RUGHUOLQH GLIILFXOWLHV DUH GHILQHG DV µGLIILFXOWLHV WKDW ZLOO QRW JHQHUDOO\ HQG up in the child 
EHLQJFHUWLILFDWHGEXWPD\UHWDUGWKHFKLOG¶VDFTXLVLWLRQRIQHZNQRZOHGJHVLQFHWKHFKLOGPD\
require more than average effort to understand a concept or master a skill.  
1.7. Significance of the Study 
There are growing concerns on the paUW RI SDUWLVDQ XVH RI WKH µVHOI-HVWHHP SKHQRPHQRQ¶
socially, politically and educationally.  A preliminary examination of the issues surrounding 
WKHDGRSWLRQRI VXFKVSHFLDOLVHGZRUGV WRGHVFULEHSXSLOV¶SHUVRQDOLWLHVDQG IHHOLQJV VHHP WR
denote the creation of another set of problems that could frustrate attempts to provide quality 
uncompromised education, particularly to pupils with borderline difficulties.  The question is: 
what is the evidence that facilitates the justification of use of such jargon to GHVFULEHSXSLOV¶
personalities?  Or what is the evidence that teachers, who use this phenomenon to describe 
SXSLOV¶ VWDWH DQG GR DOO SOD\HUV FOHDUO\ XQGHUVWDQG WKH WUXH PHDQLQJ RI WKH VHOI-esteem 
phenomena?   
 
The general adoption and use of specialised jargon to describe certain pupils in learning circles 
is fast emerging in many countries.  My premise is that there are short comings surrounding the 
identification of pupils and the subsequent use of these specialised words which could hinder 
the delivery of and provision of proper educational facilities dictated by such pupils.  These 
might include (a) the needs and attitudes of educators and other education practitioners in 
community set-ups, with respect to those labelled or identified pupils, (b) the lack of proper 
efforts and time allocation befitting the actual problems concealed beneath the symptoms 
manifested by pupils in question.  
 
There is growing concerns about disaffected pupils and students entering our schools and 
colleges, which readily attributed to low self-HVWHHP DQG µHPRWLRQDO EDJJDJH¶  ,W LV DOVR
SRVWXODWHG WKDW WKHVHSUREOHPVKDYHEHFRPHD FKDOOHQJH IRUXQLYHUVLWLHVXVHG WR µWUDGLWLRQDO¶
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students.  Thus, the so-called low esteemed pupils are deemed to be disaffected and have 
problems wiWKEDGEHKDYLRXU>(FFOHVWRQH@µ:KHQWKH\FRPHWRXV>FROOHJH@WKHLUVHOI
esteem is at bottom.  They have all the rude words in the world.  People who have low self-
HVWHHP FDQ UHWUHDW LQWR WKHLU VKHOOV FXW WKHPVHOYHV XS RU EHDW XS D SROLFHPDQ¶ >-19 
coordinator, in Midgley, 2005], quoted by [Ecclestone, 2006].   
 
Practitioners [Seligman, 1995b, Mruk, 1999, Emler 2001] have expressed concerns by 
cautioning advocates about the effects of, use and reliance on words whose meaning we are 
unsure of such as the use of self-esteem to descried personalities.  They are also concerned 
about the effectiveness of treating symptoms rather than carrying out a proper diagnosis then 
address the problem.  As stated above debates have ensued concerning the use of the self-
esteem phenomena by the California task Force [1998] among others, have maintained that 
self-HVWHHPDVDIDFWRUKDVDFULWLFDOUROHWRSOD\LQSHRSOHV¶OLYHV 
 
,WLVWKHUHIRUHDSSDUHQWWKDWHPRWLRQDOµG\VIXQFWLRQ¶LVDPDMRUFRQFHUQIRUSROLF\PDNHrs.  As 
such, random, overtly and implicitly stated claims regarding self-esteem and diminished 
personalities challenge educational initiatives and need empirical evidence for support or 
challenges.  Thus, my concerns about the impact of assessment on self-esteem seem to resonate 
ZLWKWKHJRYHUQPHQW¶VDFFRXQWVRIWKHHIIHFWVRIORZHGXFDWLRQDODFKLHYHPHQWDQGSDUWLFLSDWLRQ
RQ SXSLOV ZLWK ERUGHUOLQH OHDUQLQJ GLIILFXOWLHV  &RQYHUVHO\ +D\HV >@ DUJXHV WKDW µUHDO
progress for education can only be made by longer term investment in the foundations of the 
education system, in building the self-HVWHHPRIDOORXUFKLOGUHQ¶S@ 
 
It is intended therefore that this study will contribute to the emerging body of literature that 
informs policy, educators and decision-makers when they design assessment strategies for all 
pupils and be mindful of particularly of pupils with borderline difficulties.  Normally, attitudes 
and perceptions of educators are assumed as directly relating to their roles in the teaching and 
learning process, where they impact on the methodology and curriculum of the process [Fisher 
[1995].  But it is necessary for them to be researched in their capacity as individuals in the 
teaching and learning process.  
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The deficit or gap in the literature, which gives this study originality, is the research into the 
combination of self-esteem and assessment particularly in special needs education on particular 
dominant themes. These include themes such as learning outcomes, learner characteristics, 
programme content and loose use of self-HVWHHPQRWLRQ WRGHVFULEHSXSLOV¶SHUVRQDOLWLHV DQG
others. This study has the potential to better prepare teachers to prevent deterioration of or deal 
ZLWK SXSLOV¶ VHOI ZLWKGUDZQ LVRODWLRQV VRPH FDXVHV RI WHQVLRQV WKDW may manifest in pupils 
experiencing learning difficulties, conflicts that may surface between teacher/pupil and 
pupil/pupil emanating from learning frustrations in classrooms.  The study can also inform 
those educators and scholars involved in teaching or research in special education provisions, 
education examiners, and multicultural education provisions.  Findings from this research 
could reopen avenues or reignite the debate about self-esteem concepts for future research. 
1.8.  
1.9. Summary of Chapter One 
This introductory chapter has provided the foundation on which the remainder of the thesis is 
built.  The chapter has assisted me to put my research topic into context given the brief 
summary and description of the institution in which the research is to be undertaken and 
outlined the political environment in which that institution is set.  Derived from these are 
insights into my thinking as I started the work and from these were the research questions 
formulated and objectives that have provided the framework for the process.  This chapter has 
analysed the need for such a study and its importance in the context of understanding 
assessment and how it might affect the self esteem of pupils with borderline learning 
difficulties.  Most importantly, this chapter has also tried to illuminate the reasons why I chose 
to research the topic in question.   
 
Also, the chapter has provided information on the understanding and the dilemmas regarding 
self-esteem concept and its role in motivating or de-motivating individual pupils to learn and 
referred to situational characteristics of teachers and some pupils in the study.  I tried to 
establish that generally, the self-esteem concept is a difficult phenomenon to understand as it 
has no concessions on its influence in peoSOHV¶ OLYHV  &RQYHUVHO\ VRPH EHOLHYH WKDW VHOI-
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esteem can be diminished by what other people say to us and that it can be built or destroyed 
wittingly or unwittingly.   
 
It has posed the central research problem, questions guiding the investigation and the 
significance of the study in contributing to the body of available literature.  Issues about the 
QHHG WR FRQVLGHU HGXFDWRUV¶ UROHV DWWLWXGHV DQG SXSLOV¶ QHHGV IHHOLQJV DQG SHUFHSWLRQV KDYH
been highlighted.  I reasoned that, my arguments and the problem of the research may be 
understood when educators and learners themselves are allowed to tell their experiences with 
learning/teaching through an ethnographic research. 
 
In the next chapter, I review the concepts of learning difficulties, self-esteem, assessment and 
other various problems related to the main concepts identified as understood by different 
practitioners.  Other themes emerging from the focus of this study and some studies in the 
psychological, sociological and anthropological studies but with focus similar to this study will 
also be discussed.  
1.10. Organisation of the Thesis 
This thesis is divided into three parts.  Part 1 that includes Chapters 1-3, provides background 
information on the whole of the research, including the theoretical framework and the literature 
review that underpins the study.  The second part consists of Chapter 4 emphasising the 
methodological considerations necessitated by the study research and the design.  The third and 
final part which comprises chapters 5-8, presents the general and specific findings from the 
TXDOLWDWLYH GLPHQVLRQV RI WKH VWXG\ WKH UHVHDUFKHUV¶ SHUVRQDO FULWLTXH RQ WKH VWUHQJWKV
weakness and limitations of the study and the conclusions, contributions, implications and 
recommendations made based on this piece of research. 
 
Part 1-Context of the problem 
 
Chapter One - Defining the Problem 
 
This chapter contains the background to the research with an emphasis on my conceptions of 
how pupils with borderline difficulties and language deficiencies may not be engaged in 
learning and how the national curriculum and assessment methods in use may impact upon the 
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self-esteem of such pupils and what this piece of research can offer.  This is mainly the 
introduction to the nature of the problem and so sets the scene for the direction of this thesis.  
Within this part, discussions and highlights that are of personal nature and reasons that have 
led to the close study of crucial conceptual- theoretical, pedagogical and policy issues.  This is 
then followed by the layout of how the whole thesis is presented. 
 
Chapters Two and Three ± Literature Review 
 
These two chapters present findings of literature reviews and critiques of various issues 
surrounding the topic under investigation.  Issues of curriculum, learning assumptions and 
various assessment methods and theories and practices surrounding self-esteem, language 
deficiencies and some learning difficulties as presented by individual pupils are also discussed.  
The literature review is used to identify self-esteem premise and concepts.  Many existing 
definitions were reviewed in the light of the embedded metaphors which re-directed the 
development of my research study on these issues.  A number of research articles, journals and 
books concerning empirical evidence have been used extensively. 
 
Part 11-Methodology 
 
Chapter Four- Methodological Considerations  
7KLV FKDSWHU SURYLGHV WKH GDWD FROOHFWLRQ SURFHGXUHV UHODWHG WR SXSLOV WHDFKHUV DQG SDUHQWV¶
views, participant observations by the researcher, interviews and questionnaires.  Also included 
in this section is the rationale for adapting a qualitative ethnographic approach to this study.  
The preliminary stages procedures of the research design, the methods for the data analysis 
which constitute all the processes prior to, during and after the data collection are highlighted.  
It features the issues of access, mainly in terms of access to the school, conceptual framework 
for staging the research visits and performances.  In this chapter, attempts will be made to code 
any emerging data.  The chapter also addresses ethical issues and considerations undertaken 
during this research.  
 
Part 111-Results of the Study 
Chapter Five- Meeting Data Collection Challenges  
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This chapter is an extension of the methodology chapter and discusses the challenges that were 
encountered in the process of conducting the research and how they were solved.   
 
Chapter Six- Analysis and Discussion of the Questionnaires and Interviews with Pupils 
Parents 
This chapter presents salient themes, views and perceptions that were highlighted by individual 
students during interviews and questionnaires regarding the impact of formal and informal 
assessment on their esteem, and how they generally perceived the assessment criteria used to 
assess their school work and self-esteems; results of the observations, questionnaires and the 
interviews conducted with pupils are reviewed in accordance with the structure of the research.  
A theoretical model that emerged from the analysis of the interrelationships between these 
themes is also discussed in relation to the relevant literature. 
 
Chapter Seven- Analysis and Discussion of individual interviews with teachers and 
Parents: 
Chapter seven directs a focus on the findings and analysis of the various issues and themes 
brought forward by English teachers, assistant teacher and the HoD on the impact of informal 
and formal assessment on the self-esteem of pupils with borderline learning difficulties and 
language deficiencies learning in mixed ability English classes.  The findings generated from 
this qualitative aspect of the study are discussed in relation to existing literature and other 
UHVHDUFKHVLQWKLVILHOG,VVXHVDERXWWHDFKHUV¶SHUFHSWLRQVRQWKHVHOI-esteem phenomenon are 
also discussed and addressed. 
 
Chapter Eight-Conclusions and Recommendations 
 
This chapter contains the discussion of the major findings and predominant themes generated 
from the qualitative dimension of the study in relation to the existing literature.  My personal 
critique as a researcher on the strengths, weakness and limitations of this research study are 
highlighted.  Thus, this final chapter of the thesis reviews what has been learnt from the main 
study by summarizing the results; connects data with theory and discusses the strengths and 
weaknesses of my work, noting the limitations, draws conclusions and recommendations in the 
preceding chapters.  The contributions of this study as well as some suggestions are potential 
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avenues for future research and interventions.  In conclusion, the significance of this thesis is 
UHFDSLWXODWHGIROORZHGE\WKHUHVHDUFKHU¶VILQDOQRWH  
1.11. Summary  
In summary, Chapter 2 reviewed literature from varied research areas, which relate to the 
study.  These research areas considered were ethnographic research in education, the 
FXUULFXOXP LQ XVH LQ (QJODQG DQG :DOHV¶V VFKRROV DVVHVVPHQW UHJLPHV VSHFLDO HGXFDWLRQDO
needs provision learning difficulties, [Dyslexia] ADHD, language deficiencies, intercultural 
communication, multicultural education, which focused on the impact assessment, has on these 
SXSLOV¶VHOI-esteem.  
 
It has been established that problems in assessment and classroom interaction may lead to 
student and teacher attrition, discouragement, feelings of failure and even exacerbated 
prejudice that could in turn lead to low self-esteem and social mischief by some pupils.  
+RZHYHU WKHUHLVQRFRQVHQVXVRQKRZWKLVSKHQRPHQRQPD\DIIHFWSXSLOV¶SHUIRUPDQFHOHW
alone what really this phenomenon truly is as there are claims and counter claims on its effects.   
  
Nonetheless, it was established that high self-esteem positively correlated with scholastic 
DWWDLQPHQWDQGLVEDVHGRQWKHLQGLYLGXDO¶VHYDOXDWLRQRI WKHGLVFUHSDQF\EHWZHHQVHOI-image 
and the ideal self and depends upon the extent to which the individual cares about this 
discrepancy Rogers [1980].  However, Reasoner [2006] postulates that a healthy self-esteem 
VWHPV IURPTXLHW FRQILGHQFH LQRQH¶VSRWHQWLDO WKDW UHTXLUH VWURQJ IHHOLQJVRI VHOI-worth and 
competency.  Importantly, he espoused that a healthy self-esteem is developed from within and 
that children just cannot be handed self-esteem.  
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CHAPTER TWO:  
 
LITERATURE REVIEW: PART ONE: 
  
2.0. Introduction 
The process of exploring the phenomenal impact of formal and informal assessment on 
borderline pupils with learning difficulties began with literature search of assessment, 
curriculum related literature and self-esteem issues.  This took the form of World Wide Web 
search for journals, books, reports newspaper and magazine articles and periodicals.  The 
search yielded sizeable amounts of educational, psychological and generic articles on self 
esteem and assessment literature, which was very useful in developing my understanding of the 
phenomenon under investigation.   
 
This chapter which is divided into two parts is the overall bridge between the theoretical and 
empirical issues that are raised by the review of literature concerning relationships between 
DVVHVVPHQW DQG SXSLOV¶ VHOI-esteem.  In these two parts, I discuss the theories and concepts 
underpinning the study.  The first of the two chapters, [chapter two] consists of theories and 
concepts about self-HVWHHPLQFOXGH(POHU¶V>@QRWLRQRIVHOI-esteem, the California Task 
Force [1989] on self-HVWHHP0DVORZ¶V>@KLHUDUFK\RIQHHGVDQG5RJHUV¶>@FRQFHSW
RIµVHOI¶DPRQJRWKHUV  Also discussed are: the importance of language, the education acts and 
arguments about the curriculum. 
 
Chapter three concerns learning and assessment literature review.  The chapter further 
discusses the convergence of these theories and how they are potentially seen to be helpful in 
XQGHUVWDQGLQJ WKH SXSLOV¶ DQG HGXFDWRUV¶ YLHZV DQG DWWLWXGHV WRZDUGV HIIHFWV RI DVVHVVPHQW
SUDFWLFHVRQSXSLOV¶VHOI- esteem.  However, before I embark on the literature review in earnest, 
I am obligated to comment first on the theoretical framework adopted.   
 
Due to the combination of questions being explored, there are no established or obvious 
theoretical frameworks within a methodological body of literature that can easily be exploited.  
The work being undertaken draws from sociological, psychological, and educational 
perspectives.  However, I am fortunate that there are vast amounts of research on assessment 
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and learning, [Black and William, 2003; Black, 1997; Crooks, 1988; Garfield, 1994] among 
others that I intend to explore for the good of this research.  Equally so, there are large amounts 
of research articles focusing on self-esteem.  But, because few studies directly address the 
combination of themes in the question, it has been necessary to draw on research from diverse 
areas of studies covering a number of these issues that have a direct bearing on this research.  
For this reason, the literature review section will draw from literature related to the study in the 
following key areas: curriculum, various types of assessment, learning difficulties such as 
dyslexia, language and language deficit, as well as self-esteem and learning theories. 
2.1. The Purpose of Literature Review? 
There are many purposes for conducting a liteUDWXUHUHYLHZ>+DUW@µ7KHOLWHUDWXUHUHYLHZ
has no single purpose.  Its purpose will be largely dependent upon the type of research that you 
KDYHLQWHQGHGWRGR¶>LELGS@6RPHRIWKHPRVWFRPPRQSXUSRVHVKDYHEHHQOLVWHG
bellow. 
x Holistic demonstration of skills and intellectual capabilities and scholarship of the 
research student.  
x Show a critical awareness of previous work and how it relates to current work. 
x Help the reader to understand the problem that was explored. 
x Give perspective to the work, to help orient the reader towards the rest of the thesis. 
[Hart 2000] 
 
Philips and Pugh [2005] argue that researchers write the literature review in order to: 
«GHPRQVWUDWHWKDW\RXKDYHDIXOO\SURIHVVLRQDOJUDVSRIWKHEDFNJURXQGWKHRU\WR\Rur 
VXEMHFW«WKDW\RXKDYHVRPHWKLQJWRVD\DERXW\RXUIHOORZSURIHVVLRQDOVWKDW\RXZRXOG
want them to listen to.  So organizing the material in an interesting and useful way, 
evaluating the contributions of others [and justifying the criticisms of course], identifying 
trends in research activity, defining areas of theoretical and empirical weakness, are all 
key activities by which you would demonstrate that you had a professional command of 
the background theory. [p.57]  
 
On the other hand, Hart [2000] defines literature review as:  
the selection of available documents [both published and unpublished] on the topic, 
which contains information, ideas, data and evidence written from a particular standpoint 
to fulfil certain aims or express certain views on the nature of the topic and how it is to be 
investigated, and the effective evaluation of these documents in relation to the research 
being proposed. [p.13] 
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)XUWKHUPRUH+DUW>LELG@DUJXHVOLWHUDWXUHUHYLHZLVµDERXWHYDOXDWLQJWKHORJLFDOFRKHUHQFHRI
theoULHVPHWKRGRORJLHVDQGILQGLQJVLQDFRQWH[WRILQIRUPHGVFKRODUVKLS¶>S@ 
 
However, Patton [1990] argues that review of literature can help focus the study as other 
SHRSOH¶VZRUNPD\KHOSVKHGVRPHLQVLJKWRQVLPLODUDSSURDFKHV)XUWKHUPRUH3DWWRQ>ibid] 
DUJXHV µUHYLHZLQJWKHOLWHUDWXUHFDQSUHVHQWDTXDQGDU\LQTXDOLWDWLYHLQTXLU\EHFDXVHLWPD\
ELDVWKHUHVHDUFKHU¶VWKLQNLQJDQGUHGXFHRSHQQHVVWRZKDWHYHUHPHUJHVLQWKHILHOG¶>S@
Thus, a literature review may not take place until after data collection.  None the less, Patton 
>LELG@VXJJHVWVµWKHOLWHUDWXUHUHYLHZPD\JRRQVLPXOWDQHRXVO\ZLWKILHOGZRUNSHUPLWWLQJD
creative interplay among the processes of data collection, literature review and researcher 
LQWURVSHFWLRQ¶>S@)RUWhis research study, I chose to go with the latter because I felt that 
literature review could inform and guide the data collection phase.   
2.2. The Methodology for the Literature Search 
$FFRUGLQJWR+DUW>@µUHVHDUFKFDQJHQHUDOO\EHFODVVLILHGDFFRUGing to its design features 
DQGLWVLQWHQGHGRXWFRPHV¶>S@7KHUHIRUHILUVWO\P\OLWHUDWXUHVHDUFKIRFXVHGPDLQO\RQ
W\SHV RI SDUWLFXODU UHVHDUFK VLQFH µWKH EXON RI UHVHDUFK LQ WKH VRFLDO VFLHQFH LV DLPHG DW
exploring or describing the occurrences [or non-RFFXUUHQFHRIVRPHSKHQRPHQRQ¶>LELG@$V
such, aims of a particular research will be relevant to provide understanding and informed 
selection of relevant empirical research.  For the purpose of this research, literature search will 
draw from empirical published and unpublished works, books, varied research journals, 
newspapers and magazines.    
 
As mentioned in the introductory chapter, the concept of assessment and its effects on self-
esteem seem to be under-researched especially in the areas of special needs perspective.  
Therefore, I investigate this conjecture examining a representative sample from a normal 
English language class to explore what effects teacher assessment, feedback and comments 
KDYH RQ LQGLYLGXDO SXSLOV¶ VHOI-esteem -especially pupils who have borderline learning 
difficulties and language deficiencies.  Although our understanding of the effects of assessment 
on self-esteem is limited, recent articles [Seligman, 1995b, Emler, 2001, Baumeister, 2001] 
have shown that there is no common consensus on what is and what shapes this phenomenon.   
CHAPTER TWO: LITERATURE REVIEW: PART ONE: 
 31 
 
On the contrary, other publications [Steinem, 1994; The California Task Force 1998] have 
heralded lack of self-HVWHHPDVWKHµURRWFDXVH¶RIXQGHVLUHGVRFLDOHYHQWVLQRXUVRFLHW\,WLV
also argued by such writers that, children who have a history of learning failure will approach 
new situations with an expectation to fail.  Thus, the relation between self-esteem and failure is 
two-way:  failure can lead to low self-esteem and a low self-esteem can lead to failure.   
 
As such, the following literature search chapter will attempt to delve deeper for better 
understanding of this remarkable phenomenon.  
2.3. Key words for Searching:  
Part one of this literature search uses the following key terms for searching: learning 
difficulties- dyslexia, attention deficit disorders [ADHD], language and language deficiencies, 
self-esteem, locus of control self-actualization concepts, self-concept, and self-image.  Part two 
of this chapter addresses assessment regimes [Summative, formative, diagnostic, authentic or 
peer assessment and classroom] and curriculum among others. 
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LEARNING DIFFICULTIES AND SELF-ESTEEM CONCEPT 
2.4. Introduction 
3LDJHW>@DUJXHVWKDWDOOFKLOGUHQKDYHµFULWLFDO¶SHULRGVZKHQWKH\DUH most responsive to 
learning.  That all children develop via a universal sequence of stages from physical control 
through to abstract concepts.  However, there is a group of pupils who fail to realize their full 
potential despite going through their milestones just like any other children.  These children 
experience difficulties with learning and are considered to be pupils with specific learning 
difficulties or dyslexia.  According to Steinem, 1994, Wells, [online] such pupils present a 
quandary of challenges that may eventually lead to low self-esteem.    
 
However, Coles [1989] argues that there is anguish and embarrassment of persistent learning 
failure by postulating that educational difficulties are shaped by political, economic and 
cultural factors.  According to Apple [1979], the content of the curriculum continues to be a 
source of social conflict.  Apple [1979] contends that, politics and values keep entering into 
curriculum deliberations, creating difficulties not easily dealt with under the rubrics of 
management ideologies.  Consequently, accordingly Coles [1989], schools as organisations 
embedded in social and economic contexts, have a tendency to explain failure by labelling the 
FKLOGµOHDUQLQJGLVDEOHG¶,Q8QLWHG6WDWHVRI$PHULFDIRULQVWDQFH this term is used to denote 
problems described as having specific learning difficulties [dyslexia] [Pumfrey and Reason, 
2001].    
 
7RGR MXVWLFH WR&ROH¶V >@ DVVHUWLRQV WKHUH LV QHHG WR H[SORUH WKHFRQVWUXFWV RI OHDUQLQJ
difficulties commonly manifested by pupils.  In doing so, I start by exploring learning 
difficulties, spell out my focus and proceed to issues in learning difficulties.  Also explored in 
this section of the chapter are the links between concepts of learning, as its purpose, self-
esteem and learning difficulties before moving to types of assessments and curriculum issues in 
part two which concludes with a summary of key issues and empirical questions.   
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2.5. Dyslexia 
Stipulatively, dyslexia, is defined as a specific learning disability with a biological or 
experiential origin, with one of the experiential causes being inexplicit teaching, importantly 
WHDFKLQJWKDWIDLOVWRDSSUHFLDWHWKHVWXGHQW¶VSUREOHPVLQXQGHUVWDQGLQJFRQFHSWVH[SUHVVHGLQ
particular ways [Marcel, 1978].  However, PHQQLQJWRQ>@FRQWHQGVWKDWWKHUHLVQRµJHQH
IRU G\VOH[LD¶.  For Gayan and Olson [2001] the degree of genetic influence on individual 
differences in any population depends partly on the range of environmental influences.  But, 
Kerr [2001] contends that attitudes and beliefs manifested by teachers and providers in adult in 
basic education show very considerable confusion and uncertainty as to what dyslexia might 
be, how it manifests, what to do about it and even whether it existed at all; while some teachers 
have argued that dyslexia has become a diagnosis label of convenience [McGuinness, 1998].  
For Curtin et al., [2001] postulate that dyslexia might be explained as outcomes of teaching 
method and strategic choice, not as outcomes of biological constraint.  
 
Nonetheless, the British Dyslexia Institute reference made estimates, based on government-
sponsored studies, that 10% of children have some degree of dyslexia while about 4% are 
affected severely and need significant help.  The institute further contends that boys appear to 
be affected more than girls [ratio 4:1] [online]  other researchers consider this estimation to be 
a conservative one as the numbers are lower than what is being experienced. 
 
For Pumfrey and Reason [1991]: 
«in terms of their ability to become literate, pupils with SpLD have much in common 
with other pupils; but they also manifest a number of differences in their abilities and 
attainments that are pedagogically important [, p. 113]. 
 
In an attempt to better understand the meaning of SpLD, the researcher looked at other 
dyslexia definitions and found the following.   
 
The World Federation of Neurologists, [1968] defined Specific Developmental Dyslexia as: 
A disorder manifested by difficulty in learning to read despite conventional 
instructions, adequate intelligence and socio-cultural opportunity.  It is dependent upon 
fundamental cognitive disabilities, which are frequently of constitutional origin [World 
Federation of Neurologists, 1968]. 
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For the British Dyslexia Association: 
Dyslexia is a specific learning difficulty which results in a significant and persistent 
difficulty with reading, spelling, written prose, and sometimes arithmetic.  It occurs in 
spite of normal teaching and is independent of socio-cultural background or 
intelligence [British Dyslexia Association].  
 
Nonetheless, Kirk et al., [1993] argue that remedial education observes that, the term dyslexia 
is overused which gives and inaccurate impression that everyone with a reading or literacy 
problems has dyslexia.  The overuse of the term may reflect negatively and perhaps encourage 
both mistaken diagnoses by practitioners.  Nevertheless, for Habib [2000], the evidence for 
dyslexia is problematic since the actual mechanics mysterious and currently still remains the 
subject of intense research endeavours. 
 
However, according to [Edwards, 1990] dyslexia is not readily accepted by some teachers and 
parents.  Thus: 
A failure by teachers to accept the existence of dyslexia was coupled with a readiness 
to label the pupils as disUXSWLYH DQGRU µGLP¶ 7KH ER\VDUH UHSRUWHG DV KDYLQJ
experienced four groups of adverse responses from teachers: unfair 
treatment/discrimination, inadequate help and humiliation [ibid, p. iv].  
 
(GZDUGV >LELG@ IXUWKHU DUJXHV WKDW WKH SXSLOV¶ HPRWLRQDl reactions include truancy, 
psychosomatic pains, isolation, alienation from peers, a failure of communication with family, 
lack of confidence, self-doubt and denigration, competitiveness disorders, sensitivity to 
criticism and behaviour problems [p. iv]. 
 
Conversely, Rutter [1995] contends, through systematic hard work, many children with 
dyslexia learn to read in an acceptable and functional way, although they are more likely as 
adults to read at slower speeds than normal...dyslexia in other words, must be seen within 
lifelong context similarly to ADHD.  Nonetheless, dyslexia, empirical evidence suggests that 
dyslexia is independent of intelligence: there is not necessarily any relationship between 
literacy and intelligence [Paulesu et al, 2001].  However, it is more easily detected in those 
with average and above average intelligence because of the obvious difference between their 
literacy skills and their intelligence and abilities in other spheres. 
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2.6. Learning Difficulties 
Baumel, [online] defined leaUQLQJ GLIILFXOWLHV DV µ$ OHDUQLQJ GLVDELOLW\ WKDW DIIHFWV WKH ZD\
kids of average to above average intelligence receive, process, or express information and lasts 
throughout life.  It impacts the ability to learn the basic skills of reading, writing, or mDWK¶ 
 
7KH 'HSDUWPHQW RI +HDOWK >@ VWDWHV WKDW µ,Q WKH FDVH RI SHRSOH ZLWK PLOGPRGHUDWH
learning disabilities, lower estimates suggest a prevalence rate of around 25 per 1000 
population- VRPHPLOOLRQSHRSOH LQ(QJODQG¶>S@ 7KHUHKDYHEHHQRWher estimates of 
prevalence of learning disabilities that are similar to 2.5% suggested by the Health Department 
[2001].  Emerson et al., [2001] suggested that the prevalence was between 2.5% and 3%; while 
The World Health Organization [1985] put the estimates for children in industrialized countries 
at 2%-3%.  However, it is worth noting that these estimate figures cannot be accepted 
uncritically.   
2.7. The Focus of the Research 
Although the literature search will consider specific learning difficulties to inform discussions, 
the focus of this research is on pupils who have borderline learning difficulties, learning in 
mixed ability English classes. [See the research design; chapter 4].  These pupils may or may 
not have language deficiencies.  As stated in the first chapter, because very often, pupils who 
DUH RSHUDWLQJ DW OHDUQLQJ OHYHOV MXVW DERYH WKH µFHUWLILFDWLRQ¶ OHYHO >VHH WKH HGXFDWLRQ DFW
section] are missed out in the initial screening process. 
Many of the children who have this need are missed at the early screening stages 
because they may have managed to achieve reading ages that are above the cut-off 
levels designed by the tester.  In no way is the use of a simple normative reading or 
spelling test sufficient to diagnose in depth those areas of communication that are likely 
to increase in difficulty as the child advances through the school [Pumfrey and Reason, 
2001, p.238].  
 
Thus, the current screening system may be ideal for screening weaknesses in the basic subject 
areas for specific learning difficulties such as dyslexia but not for other minor learning 
difficulties.  Consequently, such pupils are not considered or catered for in the planning 
provisions and so; the overt denials by institutions deny these pupils learning support that 
would assist with provisions such as scaffolding, turning them into slow learners.  These pupils 
may then turn to mischief, truancy and are most likely to be ridiculed by peers.  Although 
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specific learning difficulties cannot be prevented, the impact of some educational difficulties 
can, by prompt diagnosis and early intervention, be alleviated through appropriate teaching and 
support. 
  
With contestable figures of students [1/5 girls and 1/3 boys] estimated to be dyslexic and the 
advent of high stakes orientated assessment, there is danger that more and more such pupils 
ZLOOEHµVDFULILFLDOODPEV¶7KHV\VWHPZLOOQRWFDWHUDGHTXDWHO\IRUWKHLULQGLYLGXDOGHPDQGV
prompting such pupils to leave school without any certificates.  There is considerable 
consensus among researchers that pupils who are marginally engaged in learning especially 
WKRVHSHUFHLYHGDVµOHVVDEOH¶FHDVHWRHYHQWU\%\UHIXVLQJWRWU\WKH\VDYHWKHPVHOYHVIURP
SRVVLEOHIDLOXUHDQGVRDUHDEOHWRµUHWDLQWKHODVWYHVWLJHVRIDFUXPEOLQJGLJQLW\¶[Hargreaves 
1982, p.64].  For Vygotsky [1987], pupils with learning difficulties appear to rely heavily on 
the teacher who takes up the scaffolding role.  Provision for this benign and very important 
aspect for information transferability is missing from the current assessment set up as 
HGXFDWLRQLVUHVXOWRULHQWHGOHDYLQJWKHVWUXJJOLQJSXSLOVµWRWKHLURQGHYLFHV¶ 
 
It has also been ascertained by research that pupils with learning disabilities such as dyslexia 
are significantly less likely to graduate from high school and significantly more likely to be 
placed in juvenile detention facilities [Winters, 1997; Crawford, 1996].  For example, students 
with dyslexia and/or Attention-deficit/Hyperactivity Disorder [ADHD] are typically said to 
have average to above average intellectual potential and can succeed in school.  However, an 
information processing dysfunction limits their ability to use information successfully in one or 
more academic areas [Elbro, 1996; Paulesu et al., 1996].   
 
On the other hand, DuvQHU>@LQ.XLYVEHUJHWDO >S@DUJXHVµLIGHYHORSPHQW
includes cognition, attention, perception, motor skills, behaviour, social relations, oral and 
written communication, children with dyslexia have problems with written and to some degree, 
ZLWKRUDOFRPPXQLFDWLRQ¶+RZHYHU5XWWHU>@QRWHVWKDWDIWHUDOOLWLVQRWDOOJORRPDQG
doom as: 
Through systematic hard work many children with dyslexia learn to read in an 
acceptable and functional way, although they are more likely as adults to read at slower 
speed than normal and may have spelling.  Dyslexia, in other words, must be seen 
within a lifelong context similarly to ADHD.    
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,W LV ZRUWK QRWLQJ WKDW .XLYVEHUJ HW DO >@ ZULWH µQR FXUHV DUH \HW DYDLODEOH WR UHPRYH
every trait oI DQ\ RI WKHVH GLVRUGHUV¶ >S@  6R WKH EHWWHU WUDLQHG WKH VWDII WKH JUHDWHU WKH
likelihood of educational success it seems. 
2.8. What is Attention-Deficit/Hyperactivity Disorder [ADHD]? 
$FFRUGLQJWR.HZOH\>@µ$'+'LVVWLOOWKRXJKWRIDVµK\SHUDFWLYLW\¶>RUK\SHUNLQHVLV@LQ
VRPHFLUFOHV %XWRQ WKHFRQWUDU\ LWKDVQRZEHHQ UHDOLVHG WKDW µK\SHUDFWLYLW\ LVEXWRQHRI
three core AD/HD symptoms; the others-impulsiveness and inattentiveness- are in their own 
ZD\HTXDOO\LPSRUWDQW¶>S@7KHEURDGHr concept of AD/HD takes into account the fact that 
RWKHU FRH[LVWLQJ FRQGLWLRQV RFFXU IUHTXHQWO\ ZLWK $'+' DGGLQJ WR WKH FKLOG¶V GHJUHH RI
impairment [ibid].  
 
Therefore, children with AD/HD present a wide range of unique difficulties.  The other 
coexisting conditions that may manifest in children with AD/HD may include the following 
x Excessively oppositional behaviour   
x Depression 
x Specific learning difficulties 
x $VSHUJHU¶V6\QGURPH 
x Low self-esteem [Kewley 1999, p. 1].  
 
AD/HD is an internationally recognised condition of brain dysfunction.  According to Kewley 
[ibid], individuals manifesting this condition:  
...have difficulties with attention and /or hyperactivity and /or impulsiveness, which are 
so pervasive and persistent that they significantly interfere with everyday life.  Such 
problems give rise to educational, behavioural and other difficulties, usually showing 
up in early childhood...a diagnosis of AD/HD is a clinical diagnosis- there being no 
blood test or scan that is diagnostic [p.11]. 
 
Further, KHZOH\ >@ DUJXHV WKDW $'+' µLV RIWHQ IDPLOLDO- it appears that genetics and 
ELRORJ\ WHQG WR FUHDWH D YXOQHUDELOLW\ WKDW FDQ EH FRPSRXQGHG E\ GLIILFXOWLHV LQ WKH FKLOG¶V
HQYLURQPHQW¶>LELG@ 
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)RU%DXPHO>RQOLQH@µ$WWHQWLRQ-Deficit/Hyperactivity Disorder [AD/HD] is a neurobehavioral 
disorder that affects an estimated 3-SHUFHQWRI WKHVFKRRODJHSRSXODWLRQ¶  %DXPHO>LELG@
IXUWKHUDUJXHVµDFKLOGZKRLVD-year-old may act more like a 6-year-old in his ability to focus 
and use self-control... finds LWKDUGWRVLWDQGFRQFHQWUDWHRQLQVWUXFWLRQ¶>RQOLQH@ 
  
7KHVH SXSLOV¶ EHKDYLRXU VRPHWLPHV GLVUXSWV WKH VPRRWK UXQQLQJ RI OHVVRQV  +RZHYHU WKH
irony is that these pupils do not plan to disrupt lessons but due to the nature beyond their 
control, are IRXQGDSSHQGLQJWRWKHWHDFKHU¶VSUREOHPV7KHSXSLOVDSSHDUWREHYHU\ILGJHW\
will not sit still, are always wriggling or giggling, naughty and restless and who appear to be 
growing more rude and wild [as evidenced by a school report on child S-. of R-. school], [See 
appendix F] are branded trouble makers and are sometimes excluded form school.   
 
Arguing on similar circumstances Kuivsberg et al., [1999], assert that this could be, due to the 
coexistence between dyslexia and ADHD [Attention Deficit Hyperactive Disorders] known as 
µFRPRUELGLW\¶ DQG RXWOLQH WKH SUREOHPV WKDW UHVXOW IURP WKHVH GLVRUGHUV  7KH\ >LELG@ IXUWKHU
postulate that the coexistence [comorbidity] frequently co-occur and affect almost all 
developmental areas.  Kuivsberg et al, [1999] claim that descriptions of hyperactive children 
were reported by Still [1902] as a hereditary phenomenon of brain abnormalities often 
affecting several members of the same family. Further, Kuivsberg et al, [1999] describe 
comorbidity and the consequences of the coexistence of dyslexia and ADHD.  Kuivsberg et al., 
DUJXH µFRPRUELGLW\ LV WKH VLPXOWDQHRXV RFFXUUHQFH RI WZR RU PRUH XQUHODWHG FRQGLWLRQV RU
GLVRUGHUV¶>S@.XLYVEHUJHWDO>LELG@KRZHYHUFRQWHQGWKDWLWLVXQGLVSXWDEOHWKDWDFKLOG¶V
development could be hampered by two or more disorders, such as the coexistence of dyslexia 
and ADHD.  
 
Nonetheless, Kuivsberg et al., [ibid] assert: 
These are developmental disorders, in both of which the symptoms change with age 
[Barkley, 1990; Hoisen and Lundberg, 1997] and some children may be severely 
affected, some moderately, others mildly.  Both disorders affect approximately 5% of 
school-age children; four boys for every girl. 
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2.9. How Is ADHD Diagnosed? 
But according to Baumel [online] diagnosis of ADHD is not a straight forward exercise.   
µ7KHUH DUH QR PHGLFDO WHVWV VXFK DV EORRG WHVWV RU HOHFWULFDO LPDJLQJ >VXFK DV 05,@ WKDW
GLDJQRVH$'+'¶%DXPHO>RQOLQH@µ$VVHVVPHQWLVEDVLFDOO\DTXHVWLRQQDLUHRIIDLUO\µQRUPDO¶
behaviour criteria that is subject WRELDVFRQFOXVLRQVDQGPD\EHLQWHUSUHWHGGLIIHUHQWO\¶>LELG@
µ%HKDYLRXU FULWHULD IURP '60-IV [assessment questionnaire] are used to make the 
GHWHUPLQDWLRQRI$'+'¶ >%DXPHO >LELG@ )XUWKHU %DXPHO >RQOLQH@ FRQWHQGV WKDW WKHUH DUH
discrepancies in the LQVWUXPHQWDVµVRPHRIWKHEHKDYLRXULVVHHQPRUHRIWHQDWFHUWDLQSHULRGV
RIFKLOGGHYHORSPHQWDQGEHKDYLRXUPD\YDU\IRUER\VDQGJLUOV¶>%DXPHORQOLQH@$VFDQEH
appreciated, the inconsistencies of the instrument make the diagnosis unreliable and very 
subjective.  Thus Baumel argues:  
Because of inconsistencies in diagnosis by medical professionals, the American 
$FDGHP\ RI 3DHGLDWULFV¶ >$$3@ FDPH RXW ZLWK LWV JXLGHOLQHV LQ 0D\  7KH\
recommend a comprehensive assessment that relies on direct information from parents 
[or caregivers] and the classroom teacher [or other school professional] using 
developmental history, rating scales, observations, and available test results.  
Information from all of the sources is reviewed carefully. The clinician has to make a 
judgment about whether the symptoms of AD/HD impair academic achievement, 
classroom performance, family and social relationships, independent functioning, self-
esteem, leisure activities, and/or self-care. So it usually takes two or more visits to the 
clinician before a diagnosis can be made [Baumel, online]. 
 
Accordingly, Baumel [ibid] further contendsµ7KH'LDJQRVWLFDQG6WDWLVWLFDO0DQXDORI0HQWDO
Disorders-IV [DSM-IV], published by the American Psychiatric Association, describes three 
subtypes of AD/HD: 
x Inattentive: - can't seem to get focused or stay focused on a task or activity  
x Hyperactive-impulsive: - very active and often acts without thinking  
x Combined: - LQDWWHQWLYHLPSXOVLYHDQGWRRDFWLYH¶>%DXPHORQOLQH@ 
2.9.1 ADHD Diagnosis  
2EVHUYDWLRQVIRU$'+'µGLDJQRVLV¶JHQHUDOO\VWDUWEHIRUHDJH%DXPHO>RQOLQH@PDNHVLW
clear that ADHD is not an intelligent issue but rather a purely behavioural perspective.  
µ«symptoms need to be present in at least two places, e.g., at school, home, community, 
childcare setting, and for at least 6 months: they should occur more often and be more severe 
WKDQIRURWKHUNLGVRI WKHVDPHDJHRUGHYHORSPHQWDO OHYHO¶ >LELGRQOLQH@ 1RWDEO\FKLOGUHQ
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with AD/HD may be delayed by as much as 30 percent of their actual age in their ability to pay 
DWWHQWLRQDQGUHPHPEHU+RZHYHUµLWGRHVQ
WPHDQWKDWWKHFKLOG¶VLQWHOOLJHQFHLVDQ\OHVVLW¶V
MXVW WKH DELOLW\ WR FRQWURO LPSXOVHV WKDW
V DIIHFWHG¶ %DXPHO >RQOLQH@  )XUWKHU %DXPHO >LELG@
contends that FKLOGUHQZLWK$'+'PD\EHHOLJLEOHXQGHUµVSHFLILF OHDUQLQJGLVDELOLW\¶VLQFH
attention problems may be the cause of significant academic difficulties. Or they may qualify 
DVµHPRWLRQDOO\GLVWXUEHG¶LIWKHLUVRFLDORUHPRWLRQDOEHKDYLRXUQHJDWLYHO\DIIHFW their ability 
to learn [ibid].  as can be seen, pupils diagnosed as being affected by ADHD are entitled to 
appropriate assistance as dictated by their condition.  This is unlike pupils with borderline 
learning difficulties who are left to endure in silence. 
 
Below are some of the symptoms that may manifest in pupils with ADHD:  
 
Difficulty to pay close attention to details  
May appear inattentive when spoken to directly  
Very easy distractibility  
Finds it difficult to organize and complete task  
Fidgets with hands and feet; has difficulty concentrating on tasks 
Fails to settle, inappropriately climbs excessively  
Talks continually  
,QWHUUXSWVFRQYHUVDWLRQVDQGLQWUXGHVXSRQRWKHUIHOORZSXSLOV¶JDPHV 
Resents involvement in tasks that require sustained mental effort  
Does things that are dangerous without thinking about possible outcomes  
[Kuivsberg et al., 1999, Baumel, online; accessed 23/04/o7]  
 
However, Goldstein [online] advocates for the need of a concerted effort in order to maximise 
the help offered to pupils with such a condition. Thus Goldstein [ibid] argues: 
 
...it is important for parents to understand that when kids struggle emotionally, 
behaviourally, or developmentally it is likely they may experience difficulty in a 
number of important life activities. The process of assessment is not just to count 
V\PSWRPV DQG SURFODLP GLDJQRVHV EXW WR XQGHUVWDQG D FKLOG¶V VWUHQJWKV DV ZHOO DV
weaknesses, in ways that assist in providing support and help. 
 
2.10. ADHD and Its Influence on Self-Esteem and Learning  
Pumfrey and Reason [1991] argue that, when children fail to achieve educational progress as 
expected, family members particularly parents and the child concerned have to accommodate 
the tensions and conflicts that can arise.  Citing Ravenette [1979], Pumfrey and Reason [ibid] 
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argue that because of the stigma of being Dyslexic, a child /pupil could be placed in a 
SHUPDQHQWUROHRIEHLQJµGLVDEOHG¶,QXQLVRQ&UHVZHOO>S@QRWHG 
Knowledge is within the meanings people make of it; knowledge is gained through 
people talking about their meanings; knowledge is laced with personal biases and 
values; knowledge is written in a personal, up-close way; and knowledge evolves, 
emerges, and is inextricably tied to the context in which it is studied. 
 
Pumfrey and Reason [1991] further argue that this labelling can lead to misunderstandings 
between the family and the school if discussion centres on the existence of a condition rather 
than agreed and shared methods of interventions.  Conversely, Rogers [1959] postulates that:  
 
%HFDXVHWKHFKLOG¶VEHKDYLRXUE\LWVSDUHQWVDQGRWKHUVDUHVRPHWLPHVSRVLWLYHDQGDW
times negative, the child learns to differentiate between actions and feelings that are 
worthy [approved] and those that are unworthy [disproved] [p. 467] 
 
5RJHUV >LELG@ IXUWKHU DUJXHV WKDW XQZRUWK\ H[SHULHQFHV WHQG WR EH H[FOXGHG IURP WKH µVHOI¶
concept even though they are organismically valid.  This asserts the idea that, although the 
µVHOI¶SRVVHVWKHLQKHUHQWWHQGHQF\WRDFWXDOLVHWKHPVHOYHVWhey are subject to strong influences 
from the environment and especially from the social environment.  Rogers [1987, p.36] alludes 
WRWKHQRWLRQWKDWFKLOGKRRGFLUFXPVWDQFHVVRPHWLPHVLQKLELWRUREVFXUHDSHUVRQ¶VWHQGHQF\
to actualisation which could be WKHFDVHZLWKµ'\VOH[LF¶ODEHOOHGFKLOGUHQ2QWKHRWKHUKDQG
contrary to Miles [1988] cited by Pumfrey and Reason [1991] take a different view.  Miles 
>LELG@HVSRXVHVWKDWWKHWHUPµ'\VOH[LD¶DVVLVWVSDUHQWVDQGWKHFKLOGWRPDSRFFXUUHQFHVWKH\
know to H[LVW  7KH DUJXPHQW SXW IRUZDUG E\ 0LOHV LV WKDW LI WKH FKLOG¶V GLIILFXOWLHV DUH
established, this removes the sense of self-blame and he/she sees this as a cornerstone for 
counselling both children and parents.  Somerville and Leach [1988] in Pumfrey and Reason 
[1991, p. 69] warn against the perpetuation of programmes, including counselling, that receive 
favourable reports from consumers but lack objective evidence of effectiveness.   
 
Suggested solutions included courses that meet learning needs of all students.  It can be argued 
that, healthier care in program selection for students whose unique learning needs are outside 
of the traditional academic model is a starting point.  Of critical importance though, is the 
training of staff, to teach these pupils.  Mischief makers too often become repeat offenders 
because they are not able to alter the behaviours that got them in trouble in the first place.  
Experience has also proved that, when a teacher does not realize a pupil is unable to follow the 
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chain of HYHQWV WKDW OHG WRDQDFWLRQ>DV WRRRIWHQTXLFNO\H[SODLQHGE\WKHWHDFKHUV@µGXHWR
QDXJKWLQHVV¶ ERWK WKH SXSLO DQG WKH WHDFKHU IDLO  7KH SXSLO FDQ EHFRPH VWDOOHG LQ WKH
GRZQZDUGVSLUDO WKHUHE\ MHRSDUGLVLQJ WKHSXSLOV¶ OHDUQLQJDQG IXWXUH 7KH ULSSOe effects are 
that the teacher may lose the chance to really help the pupil turn his or her life in a more 
positive direction as he /she will be expelled from school. 
 
Any learning situation is generally followed by some kind of assessment be it formal or 
informal.  The general consensus in assessment is that learners need to engage with explicit 
and implicit standards and to internalise assessment language and the implications of the 
criteria.  However, in order for one to appreciate the reasons why certain types of assessment 
regimes are prevalent in English and Welsh schools, a brief look at the Education Acts that 
govern learning is essential.  
2.11.0. Learning Difficulties Provisions   
2.11.1. The Education Acts 
The Education Act [1981 and the Education Reform Act 1988 [ERA 1988] govern the conduct 
of assessments.  The Education Reform Act [ERA 1988] requires schools to adopt a National 
Curriculum.  Commenting on this development, Gewirtz et al., [1995], argues that a number of 
teachers regard this curriculum as incompatible with mixed ability teaching [p. 576].  Gewirtz 
[ibid] contends that this is because of its [the curriculum] levelled nature and related to this, the 
introduction of a tiered examination system.  None the less, Pumfrey and Reason [1991] argue 
that, under the Education Act 1981, there are two groups of children with special needs.  The 
first small group that consists of children with special needs that calls for the authority to 
determine the special provision and to make a statement.  For the second group, it is necessary 
for the authority to determine the special provision and there fore no statement was required.  
Pumfrey and Reason [ibid] further argue that, it was the second group that were the 
responsibility of the governors of an ordinary school that were charged in the 1981 Act to use 
µWKHLU EHVW HQGHDYRXUV¶ WR PHHW WKH SXSLOV¶ QHHGV LQ WKH RUGLQDU\ VFKRRO  +RZHYHU LQ ERWK
cases, dyslexic pupils were involved and a full multidisciplinary assessment was required by 
the act before authority could make a decision.  Section 7 of the same act also requires parents 
to see that their child is educated according to his / her age, ability and aptitude and with regard 
CHAPTER TWO: LITERATURE REVIEW: PART ONE: 
 43 
to any special educational needs that he or she has.  It appears though that, it is this group of 
pupils who are marginalised as no one seem to really know what to do about their quandary.  
 
When an assessment has been done and pupils confirmed as being dyslexic, their curriculum 
may be modified or completely changed.  Parents and pupils will know the causes of the 
SXSLOV¶ IDLOXUHV 7KHQHHG IRUFRQFHVVLRQV LQH[DPLQDWLRQVZRXOGKDYH WREHHYLGHQW LI WKH\
apply to his/her handicap and another provision would be identified and recorded in a 
statement [Pumfrey and Reason 1991]. However, the fundamental question is how many 
parents and teachers have read and understood the provisions of the 1981 Education Act?  How 
many know where to go, who to talk to for the necessary interventions.  For, pupils with 
Specific Learning Difficulties [SpLD] have to be taught to master the many elementary skills 
that most children acquire with relatively little difficulty in their progress towards becoming 
literate and numerate.  µ6WDWXWRU\ DVVHVVPHQW RI 6SHFLDO (GXFDWLRQDO 1HHGV XQGHU WKH 
Education Act  require educational, psychological and medical advice as well as administrative 
LQYROYHPHQW¶>3XPIUH\DQG5HDVRQS@ 
2.11.2.  
2.12.0. The Self-Esteem Phenomenon 
2.12.1. Introduction 
The introductory chapter explored self-esteem problems and established that there is no 
consensus regarding this phenomenon and how it affects the way we feel.  It was evident that, 
important differences exist between supporters of the concept and antagonists.  Some writers 
believe that the self-esteem concept is responsible for a lot of social ills such as drug abuse, 
prostitution; unwanted teenage pregnancies and failure to succeed in school work [The 
&DOLIRUQLDWDVNIRUFH@2WKHUZULWHUVKDYHDUJXHGWKDWRQH¶VVHOI-esteem can be improved 
although doing so in an artificial way will be like building castles in the sand [Seligman 
1995b], while for Lloyd and Sullivan [2003] low self-esteem is widely recognised as a factor 
associated with poor educational attainment and non-participation in education and training.   
 
It has been postulated that all human beings have a mirror image of themselves known as self-
concept [Maines and Robinson, 1998, Maslow, 1970, Erickson, 1964].  According to DfES 
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[2005b], certain emotions are claimed to promote learning well-being, feeling valued, feeling 
safe] while others do not [frustration, anger].  Thus the DfES [ibid] has made emotion a key 
focus for its educational strategies, informing teachers that intelligent handling of emotions and 
empathy with others are inextricably linked to good citizenship, work success, inclusion and 
social cohesion. 
 
Thus, µa SHUVRQ¶V VHOI-concept is his perception of his unique characteristics such as 
DSSHDUDQFH DELOLW\ WHPSHUDPHQW SK\VLTXH DWWLWXGHV DQG EHOLHIV¶ >0DLQHV DQG 5RELQVRQ
19 S@  7KHVH YDULDEOHV LQIOXHQFH RQH¶V SRVLWLRQ LQ VRFLHW\ DQG WKH YDOXH WR DQG
relationships with other people.  The development of self-concept is a continuous process that 
EHJLQVZLWKWKHEDE\¶VLQWHUDFWLRQVZLWKILUVWIDPLO\DQGODWHUWKHRXWVLGHZRUOG+RZHYHUµRQ
HQWHULQJVFKRROUHODWLRQVKLSVDUHEHJDQZLWKQHZµVLJQLILFDQW¶RWKHUV¶>LELGS@ 
 
)RU5RJHUV >@ WKHUH DUHGLIIHUHQFHVEHWZHHQ WKH µVHOI¶ DQG µVHOI-FRQFHSW¶ 6HOI-concept 
comprises self-perceptions and the value attached to those perceptions.  The self-concept is 
often incongruent with the organismic self because it is largely dependent on attitudes and 
YDOXHVRIµVLJQLILFDQWRWKHUV¶7KHLQGLYLGXDO¶VSHUFHSWLRQLVKLVKHUUHDOLW\DQGEHKDYLRXULVLQ
response to perception of an experience or situation.  Conversely, Branden [online], contends, 
µ...to have greater self-DZDUHQHVVRUXQGHUVWDQGLQJPHDQVWRKDYHDEHWWHUJUDVSRIUHDOLW\¶. 
 
7KXV 5RJHUV¶V QRWLRQ >1983] of self-concept is built on the assumption that self-concept is 
learned.  Accordingly, an unhealthy self-conceptualisation with feelings of inferiority, 
inadequacy, failure, worthlessness and insecurity can therefore be unlearned or replaced, with 
learned feelings of worth, competence, adequacy and confidence.  Rogers [ibid] argues:  
 
The individual has within him vast resources for self-understanding, for self-
understanding, for altering his self-concept, his attitudes, and his self-directed 
behaviour...and that these resources can be tapped if only a definable climate of 
facilitate psychological attitudes can be provided [p. 15].  
 
For Rogers [1951] the core attitudes necessary to facilitate change in the self-concept are 
ZDUPWKUHVSHFWDQGDFFHSWDQFHHVSHFLDOO\IURPWKRVHZKRDUHVLJQLILFDQWµRWKHUV¶LQWKHOLIHof 
the individual.  Accordingly, Rogers [ibid] contends that, self-concept has three aspects, 
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namely, self image, ideal self and self-esteem.  These concepts will be discussed 
simultaneously under respective headings starting with self-esteem.   
2.12.2. Self-Esteem 
For Emler [2001], the definition of self-esteem is difficult to pin down.  Emler [ibid] postulates 
WKDWµVHOIHVWHHPLVDIDYRXUDEOHRSLQLRQRIRQHVHOI>S@:KLOH-DPHV>@FRQWHQGVWKDW
self-HVWHHPµLVVXFFHVVGLYLGHGE\SUHWHQVLRQV>S @¶2QWKHRWKHUKDQG, Branden [2006] 
contends:  
 
Self esteem is the disposition to experience oneself as being competent to cope with the 
basic challenges of life and of being worthy of happiness.  It is confidence in the 
efficacy of our mind, in our ability to think.  By extension, it is our ability to learn, to 
make appropriate choices and decisions and respond effectively to change.  It is also 
the experience that successes, achievement, fulfilment, happiness, are right and natural 
for us. 
Thus, proponents of self esteem argue that positive self-esteem entails enjoying and accepting 
who one is.  Berenblatt and Berenblatt, [1994] contend that high or positive self-esteem is: a 
feeling of total acceptance and love for oneself as one is; respecting and valuing oneself as a 
worthwhile human being; honestly seeing oneself good and not-so-good points; taking care of 
and nurturing oneself so one can become all one is capable of being.   
Conversely, Coppersmith [1967] postulates that self-esteem is a personal judgment of 
worthiness, expressed in the attitudes the individual holds towards him / herself.  Thus, self 
esteem is seen as essentially evaluative, referring to the extent to which the individual likes or 
accepts him or herself.  Teachers seem to have a different view of what self-esteem is.  The 
table below summarises characteristics of high and low self-esteem prevalent in schools. 
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Table 2. 1. Characteristics of pupils with high and low self-esteem 
 
HIGH SELF-ESTEEM LOW SELF-ESTEEM 
Confidence /assured/self-reliant Lack confidence or anxious; need to please; 
over react to situations. 
Independent learner Continual need for reassurance/guidance  
Stand up for themselves Get teased, bullied or ignored   
Can show initiative and leadership Over-assertive, aggressive; need to dominate 
others. 
Can take responsibility for own behaviour Full of excuses for behaviour; blame others; 
feel that they are unfairly treated 
Work/play well with others Isolated or unpopular 
Listen well to peers and adults No attention for others 
Generally appropriate and co-operative 
behaviour 
Attention seeking; reassurance seeking  
Others listen to them Ignored  
Can cope with frustration React badly to frustration 
Can learn from failure Easily give up; destroy work; feel stupid  
Accept appropriate criticism Overwhelmed by criticism; ignore /deny 
criticism 
Realistic view of themselves and their 
abilities. 
Unrealistic views of themselves and their 
abilities 
Gain attention appropriately Gain attention inappropriately; class clown or 
need to impress others 
Able to respond flexibility and deal with 
changes 
Lack of flexibility and inability to deal with 
disappointment 
Able to work at tasks Distract attention away from work 
Able to read/respond to social signals  Inability to read social signals 
Emotions-a response to the present Emotions dominated by past events 
 
[Source: Ayers et al., 1995, p.73]  
 
'ZHFN>@DUJXHVµVHOI-HVWHHPLVWRRRIWHQVHHQDVDWKLQJWKDWFKLOGUHQKDYHRUGRQ¶WKDYH
where having it leads to good things and not having it leads to bad things, [p.127].  For Dweck 
[ibid], these views result from a limited view of how self-esteem is instilled.  Thus Dweck 
>@SRVWXODWHVµWKHVHEHOLHIVOHDGXVDVDGXOWVWROLHWRFKLOGUHQ«WRH[DJJHUDWHSRVLWLYHVRU
to sugar ±FRDWQHJDWLYHLQIRUPDWLRQHQWLUHO\¶>S@7KHSLFWXUHSDLQWHGWRFKLOGUHQVHHPVWR
suggest that children require constant success to feel good and that failures send a negative 
message about intelligence and work.  Rather, the reality of life dictates that setbacks and 
failures are informative and challenging [Dweck, ibid].   
 
However, Emler [2001] argues: 
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The largest single source of variations in self-esteem is genetic, at least one third of the 
variations are parents either directly or indirectly, who continue to be potent influences 
in later life.  These include among others circumstances, experiences and conditions [p. 
48]. 
 
According to %UDQGHQ¶V >@ GHILQLWLRQ VHOI-esteem is a combination of everything that 
affects our lives both intrinsically and extrinsically.  Furthermore, Branden [ibid], postulates 
that there are numerous factors that affect our self-esteem.  Thus, self-esteem judgments are 
based on value indicators such as attitudes, beliefs, or interests [ibid].  However, Branden 
asserts that self-esteem is closely related to the concept of self image that seems to play a major 
role in how we feel.   
2.12.3. Self- Image   
 Wagner [online] 
 
 
According to Anderson and Bourke [2000] self-esteem, locus of control and self-efficacy are 
FORVHO\UHODWHGSKHQRPHQDµEXWVHOI-efficacy is more directed at specific tasks for subjects.  It 
refers to how capable the learner feels of succeeding in a particular task or type of task.  It is 
FKDUDFWHULVHGDVµ,FDQ¶YHUVXV,FDQ¶W¶>S@  Anderson and Bourke [ibid] further postulate 
WKDW LW LV OHDUQHG UHVSRQVH RYHU D ORQJ SHULRG WKURXJK WKH OHDUQHU¶V PXOWLSOH H[SHULHQFHV RI
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positive and negative outcomeVµWKHPRUHDVWXGHQWH[SHULHQFHVIDLOXUHLQUHODWLRQWRDW\SH
RI WDVN WKH PRUH OLNHO\ LW LV WKDW WKH\ ZLOO EHFRPH FRQYLQFHG RI QRW EHLQJ DEOH WR VXFFHHG¶
>S@  7KH VWXGHQW GHYHORSV D FRQGLWLRQ NQRZQ DV µOHDUQHG KHOSOHVVQHVV¶ >LELG@  7KHVH
feelinJVKDYHDPDVVLYHERRVWRUYLFHYHUVDRQLQGLYLGXDOV¶PRWLYDWLRQGULYHV 
2.13. Self-Esteem Relationship to Motivation and Learning 
For Ecclestone [2005], there is a growing perception that the UK has a cultural problem of 
poor motivation for learning, while ideas about motivation remain confused, particularly in 
relation to their implications for teaching and formative assessment.  Ecclestone [ibid] further 
argues that confusion arises from a long running distinction in psychology between: 
x Behaviourist perspectives that emphasise extrinsic motives based on external goals, 
performance rewards and short-term goals; 
x Humanist perspectives that offer a hierarchy of intrinsic motives for learning, based on 
the idea that people [particularly adults] have an innate desire to learn and develop; and 
x &RJQLWLYHSHUVSHFWLYHVWKDWHPSKDVLVHOHDUQHUV¶WHQGHQFLHVWRDGRSWSUHIHUUHGOHDUQLQJ
styles, or strategies, so that motivation increases if learners can work within their 
preferred styles [p. 77]. 
  
There is empirical evidence linking self-esteem to motivation and learning, for example, 
[Branden 1994; Steinem 1998 and California Task Force 1998].  Emler [2001] contends that 
UHDO VXFFHVVHV DQG IDLOXUHV PDWWHU LQ EXLOGLQJ RU GLPLQLVKLQJ RQH¶V VHOI-esteem.  Most 
importantly, (POHU >LELG@ DUJXHV µDSSHDUDQFH DOVR PDWWHUV EXW QRW UHPRWHO\ VR PXFK DV
beliefs about appearance.  It is clear that self-esteem is not simply the sum of the judgements 
RQH PDNHV DERXW RQHVHOI  ,W VKDSHV WKRVH MXGJHPHQWV¶ >S @  On the contrary, Branden 
[1994] argues,  
«WRDWWDLQµVXFFHVV¶ZLWKRXWDWWDLQLQJSRVLWLYHVHOI-esteem is to be condemned to feeling 
like an impostor anxiously awaiting exposure, the acclaim of others does not create our 
self-esteem. Neither does erudition, material possessions, marriage, parenthood, 
philanthropic endeavours, sexual conquests, or face-lifts. These things can sometimes 
make us feel better about our selves temporarily or more comfortable in particular 
situations. But comfort is not self-esteem [on line]. 
 
There are varying variables for the possible causal relationship between self-esteem and 
PRWLYDWLRQZLWK UHJDUGV WR OHDUQLQJ 6RPHRI WKHYDULDEOHV OLH LQRQH¶V VHOI-concept broadly 
GHILQHG UHODWHV WR WKH LQGLYLGXDO¶V SHUFHSWLRQV IRUPHG WKURXJK SHUVRQDO H[SHULHQces and 
LQWHUSUHWDWLRQV E\ VLJQLILFDQW RWKHUV DQG FRQWULEXWLRQV IRU RQH¶V EHKDYLRXU >6HH VHOI-concept 
definition] 
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)RU3XPIUH\DQG5HDVRQ>@µWKHUHLVHYLGHQFHRIDOLQNEHWZHHQVHOI-esteem concept and 
academic achievement.  It is not clear from this literature whether a low self-concept and 
QHJDWLYHSHUFHSWLRQVRIVHOIDUHFDXVHVHIIHFWVRUERWKRIORZOHYHOVRIDFDGHPLFIXQFWLRQLQJ¶
[p.67].   
 
Commenting on clinical and remedial implications of research that involved children 
operationally defined as manifesting reading difficulties with relatively average or good 
readers; Brayant and Goswami [1990] made three important observations. 
1. Children of relatively poor reading ability were found to have lower initial 
expectations of success, showed greater decrements in their expectations of success 
following failure.  Confidence seemed to easily shaken. 
2. poor readers gave up more easily in face of difficulty, [leading to speculation that these 
children have not discovered that they have the ability to achieve greater than their 
expectations]  according to Brayant and Goswami [ibid], their lack of persistence 
provided evidence in support of the notion that eroding motivation and confidence 
increases the probability of future failure. 
3. average to good readers tended to attribute their success to the presence of ability 
[internal locus of control]  poor readers on the other hand attributed their success to 
external causes such as luck and their future to self-perceived lack of competence 
[Brayant and Goswami, 1990].  
 
It has been established that children who fail to achieve reading skills often develop a lack of 
confidence in their own ability to succeed.  They begin to avoid potentially humiliating 
situations and refuse to take risks for fear of failure.  The consequent negative self-belief may 
diminish the opportunities to acquire and refine the cognitive strategies that are characteristic 
of proficient learners [Galbraith and Alexander, 2005].  Conversely, Chapman and Turner, 
>@ DUJXH µRQFH FKLOGUHQ KDYH HQtered the swamp of negative expectations, lowered 
motivation and limited practice, it becomes increasingly difficult for them to get back on the 
URDG RI SURILFLHQW UHDGLQJ¶ >S @  2QO\ ZKHQ H[SHFWDWLRQV DUH UDLVHG FDQ VXFFHVV EH
achieved helping children become more self-reflective learners and more interactive in their 
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OHDUQLQJ  µ$VWURQJGHVLUH WR VXFFHHG LVPRUH LQIOXHQWLDO WKDQVHOI-perceptions¶ >(OOLRW HW DO
1999, p.87].  
12.13. What is learning?   
Hergenhahn and Olson [2001] define learning as: µDUHODWLYHO\SHUPDQHQWFKDQJHLQEHKDYLRXU
or in behavioural potentiality that results from experience and cannot be attributed to temporal 
ERG\VWDWHVVXFKDV WKRVH LQGXFHGE\ LOOQHVV IDWLJXHRUGUXJV¶>SS-7].  And, for Crow and 
Crow [1963], learning involves change, as it is concerned with the acquisition of habits, 
knowledge and attitudes.  It enables individuals to make both personal and social adjustments.  
However, to achieve desired results in learning, Bruner [1973] suggested that teachers should 
consider three factors during all learning activities: 1) the nature of the learner; 2) the nature of 
the knowledge to be learned; 3) the nature of the learning process.  These factors stem from the 
need to make learning enjoyable and interesting to the learner.  Failure to achieve this 
objective, learning is often accompanied by keen sense of displeasure.   
 
It follows therefore, that when teachers plan individual lessons, they take into account factors 
influencing the ability to learn such as -attitudes, previous experience and background, 
achievable goals, relevancy of subject matter and learning environment: to name but just a few.  
+RZHYHU UHJDUGOHVV RI KRZ PXFK HIIRUW WHDFKHUV SXW WR LQYROYH DQG FDWHU IRU SXSLOV¶
engagement to learning, sometimes teachers are baffled by queer behaviour manifested by 
pupils struggling to cope with school demands.  These behaviours range from stubbornness to 
withdrawal from participation in class activities.  Some have attributed this behaviour to lack 
of self-esteem in these students Steinem [1994; The California Task Force 1998; McGivney 
2003].  Therefore, to attempt to understand the likely causes of such behaviour, a literature 
search that links learning and self-esteem was my starting point. 
 
According to a study by Gordon and Grant [2002] a large number of pupils are not enjoying 
their school days.  However, this experience is expected and is common knowledge.  The t 
concern provoked; for instance is the fact that, Gordon and Grant [2002] contend that, the most 
stressful experience by far for young people in school is exam time.  One can speculate about 
WKHSXSLOV¶IHHOLQJVGXULQJWKLVSDUWLFXODUWLPH%XWWKHQRQHZRQGHUVKRZDVVHVVPHQWFDQEH
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taken off the equation as it is part and parcel assessment and learning.  Does it not follow that 
the anxiety and stress these pupils are being subjected to will lead into low self-esteem?   
 
%HORZ DUH FKURQLFOHG UHVSRQVHV IURP *RUGRQ DQG *UDQW¶V VWXG\ RQ VFKRRO FKLOGUHQ¶V VHOI-
esteem: 
Today I feel stressed and under pressure.  I have to learn so much in such a short time 
and seem to be getting one test after another.  My mum is always telling me to just do 
my best but I always feel I should do better for her and me.  I used to be a happy a 
cheerful person and now I just pretend [p.71]. 
 
I feel bored, depressed and fed up with school, but I am happy, cheerful, lively and on 
WRSRI WKHZRUOGDWKRPH WLPHDQG OXQFK WLPHEHFDXVH ,KDWH VFKRROEXW ,¶P FRSLQJ
very well with work and I am very happy because I can go out to play after school.[m] 
[p.70]  
 
, DP YHU\ ERUHG , ZLVK , GLGQ¶W KDYH WR JR WR VFKRRO  6FKRRO LV YHU\ GHSUHVVLQJ
although you learn stuff.  The only good thing about it is dinnertime and playtime and 
KRPHWLPHDQGWKDW¶VDOO>LELG@ 
 
)URPWKHSXSLOV¶DFFRXQWVschool feels pretty lifeless and dull.  Experience has taught me that 
such pupils are not motivated enough hence the boredom being manifested.  In this light, 
6WHLQHP>@DUJXHVµZLWKRXWWKDWIHHOLQJRILQWULQVLFYDOXHLWVKDUGIRUFKLOGUHQWRVXUYLYH 
the process of failing and trying again that precedes an accomplishment...with some sense of 
LQWULQVLFZRUWKKRZHYHUFKLOGUHQFDQVXUYLYHDPD]LQJKDUGVKLSV¶>S@%HDULQJLQPLQGWKDW
our children spend much of their time in school, can learning lead to low levels of self-esteem 
in some pupils, one may wonder?  
 
2Q WKH FRQWUDU\ 0HFFD HW DO >@ FRQWHQG WKDW RQH¶V KLJK VHOI-esteem means that the 
SHUVRQ DSSUHFLDWHV RQH¶V VHOI DQG KLVKHU LQKHUHQW ZRUWK  7KLV PHDQV KDYLQJ D SRVLWLYH
attitude, evaOXDWLQJ RQH¶V VHOI KLJKO\ DQG EHLQJ FRQYLQFHG RI RZQ DELOLWLHV VHHLQJ VHOI DV
FRPSHWHQW DQG LQ DGGLWLRQ FRPSDULQJ RQH¶V VHOI IDYRXUDEO\ ZLWK RWKHUV  1HYHUWKHOHVV
%UDQGHQ>@FRQWHQGVWKDWDOWKRXJKWHDFKHUVSDUHQWVDQGRWKHUDGXOWVFDQPDNHµWKHURads 
to self- HVWHHP HDVLHU RU KDUGHU WKH\ FDQQRW GHWHUPLQH WKH XOWLPDWH OHYHO RI WKH FKLOG¶V VHOI
HVWHHP¶%XWDFFRUGLQJWR%UDQGHQ>LELG@ the values parents instil in their child are likely to 
be as important as the influence that can lead a child toward or away from growing self-esteem.  
For the California Task Force to Promote Self Esteem [1998], school climate plays an 
important role in the development of the self esteem of students.  Schools that target self-
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esteem as a major school goal appear to EHµPRUHVXFFHVVIXOO\DVZHOODVLQGHYHORSLQJKHDOWK\
self-HVWHHPDPRQJWKHLUVWXGHQWV¶>S@ %UDQGHQ>@IXUWKHUDUJXHVWKDW  LI WHDFKHUVWUHDW
students with respect, avoid ridiculing and other belittling remarks, deal with everyone fairly 
and justl\DQGSURMHFWVWURQJEHQHYROHQWFRQYLFWLRQVDERXWWKHLUVWXGHQWV¶SRWHQWLDOVWKHQWKHVH
teachers are supporting both self-esteem and the process of learning and mastering the 
challenges.  Conversely however, if teachers tried to nurture self-esteem by empty praise that 
EHDU QR UHODWLRQVKLS WR WKH VWXGHQWV¶ DFWXDO DFKLHYHPHQWV -dropping all objective standards, 
allowing students to believe that uniqueness is the only passport to self-esteem, then, they 
undermine self-esteem and academic achievements. 
 
For Cooley [1964], the self-concept as a product of social interaction and the notion of 
µORRNLQJJODVVVHOI¶VHHPVPRUHDSSHDOLQJWRFDSWXUHWKLVSURFHVVRIVHHLQJRQH¶VVHOIUHIOHFWHG
in the eyes and actions of others.  Cooley [ibid] believed that individuals and society are 
LQWHUGHSHQGHQWDQGWKDWVRFLDODFWVDQGVRFLDOQRUPVPRGLI\HDFKRWKHU7KHLQGLYLGXDO¶VVHOI-
concept is a personalised construction of meaning, largely determined by what s/he believes 
RWKHUV WKLQN RI KLPKHU  µ(DFK WR HDFK D ORRNLQJ JODVV UHIOHFWV WKH RWKHU WKDW GRWK SDVV¶
[Cooley 1964, p.184].  And so, we interact with others in a social context and they act as a 
mirror to us, a reflection of ourselves.  We then subjectively interpret the reflection and form 
these perceived beliefs and evaluations we build our picture of ourselves. 
 
$UJXDEO\ WKHUHIRUH µORRNLQJ JODVV VHOI¶ DQG V\PEROLF LQWHUDFWLRQLVP FDQ DVVLVW H[SODLQ
successes and failures of pupils, help with understanding the arenas in which learning takes 
place.  The concepts manLIHVWHGE\µORRNLQJJODVVVHOI¶DQGV\PEROLFLQWHUDFWLRQLVPFRXOGEH
used to reflect on the development of school culture, the negative effects of labelling pupils, 
the way in which learning in school is defined, redefined and negotiated [Hitchcock and 
Hughes, 1992].  
 
On the contrary, Mead [1964] does not conceive of the mind as a simple mirror of the social 
HQYLURQPHQW0HDG>LELG@UHMHFWVWKHQRWLRQRIWKHµORRNLQJ-JODVVVHOI¶DVLWKDVVXEMHFWLYLVWDQG
objectivist tendencies ± subjectivism/objectivism LVµRQHRIWKHOHDGLQJSRODULWLHVDERXWZKLFK
PXFK HSLVWHPRORJ\ DQG HVSHFLDOO\ WKH WKHRU\ RI HWKLFV WHQGV WR UHYROYH¶ >%ODFNEXUQ 
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S@  5DWKHU 0HDG >@ DUJXHV WKDW µVXEMHFWV¶ EHFRPH µREMHFWV¶ WR WKHPVHOYHV YLD
symbolic communication.  Thus accordingly, Mead [1964] argues: 
The self acts with reference to others and is immediately conscious of the objects about 
it.  In memory it is also re-integrates the self acting as well as the others acted upon.  
But besides these contents, their actions with reference to the others calls out responses 
in the individual himself- WKHUH LV WKHQ DQRWKHU µPH¶ FULWLFLVLQJ DSSURYLQJ LH WKH
reflective self [p. 145]. 
 
0HDG>LELG@VDZWKHµVHOI¶DVDULVLQJLQVRFLDOLQWHUDFWLRQIDFLOLWDWHGE\YHUEDODQGQRQ-verbal 
communication.  Thus, Mead [1934] postulated that, through being called to account for our 
DFWLRQE\µVLJQLILFDQW¶WKHQµJHQHUDOL]HG¶RWKHUVDQGXOWLPDWHO\RXUVHOYHVWKURXJKWKHPHGLXP
of an inner dialogue, we may mould a self-theory in an attempt to form sense of our presence 
LQWKHZRUOG 7KHWHUPµVLJQLILFDQWRWKHUV¶UHIHUVWRWKRVHSHUVRQVZKRDUHLPSRUWDQWRUZKR
have significance in the development of self-concept.  Thus, Mead [1964] sees the individual 
as interacting not only with others, but also with him/herµ(YHU\EHKDYLRXUFRPPHQFHVDVDQ
µ,¶EXWGHYHORSVDQGHQGVDVDµPH¶DVLWFRPHVXQGHUWKHLQIOXHQFHRIVRFLHWDOFRQVWUDLQVµ,¶
SURYLGHVWKHSURSXOVLRQµPH¶SURYLGHVGLUHFWLRQ¶>%XUQVS@ 
 
7KXV0HDG¶V>@DVVHUWLRQVKDYHDmassive bearing on how self-esteem is shaped.  Mead 
[ibid] seems to suggest that self-HVWHHPLVJHQHUDWHGE\WKHµ,¶DQGVKDSHGE\WKHPDQGRWKHUV
Thus, self-esteem is imposed on people/us by significant others.  It is these significant others 
and the environment influence that shape our personalities.  
 
The implications of such interactions result in individuals engaging in constant process of 
PRQLWRULQJ WKHLUDFWLRQV DQGVRFLDO VHOYHVSURGXFLQJD µVHOIFRQVFLRXVQHVV¶ LQ WKH LQGLYLGXDO
and overcoming objectivist tendencies [May 1996]. 
2.14. Perspectives of Human Behaviour 
,QWHUPVRIKXPDQDQGSHUVRQDOLW\GHYHORSPHQWµVHOI¶µ,¶DQGµHJR¶DUHFHQWUDOWHUPVXVHGE\
psychologists to direct behaviour [Ryckman, 1993].  Contemporary theories of learning 
motiYDWLRQDQGGHYHORSPHQWGLVFXVVWKHFRQFHSWRIµVHOI¶LQRUGHUWRDFFRXQWIRUGLIIHUHQFHVLQ
individual experiences.  Differences in learning and performance will occur as a function of 
LQGLYLGXDO¶V µHJR LQYROYHPHQW¶ >5\FNPDQ  S@  $QG VR D brief summery of 
perspectives of human behaviour -in table form will help shade light on the main paradigms of 
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human behaviour.  The identified perspectives will be discussed in detail under respective 
paradigms.  
2.14.1. Humanists or Phenomenologist  
Human behaviour is explained by some theorists [Erikson, 1968; Maslow, 1962, 1970; 1998], 
in terms of the need to meet basic needs.  Maslow [ibid] is associated with the notion of self-
actualisation, and is said to be the first humanistic proponent due to his concept of the creative 
self.  Maslow [1970] perceived the creative self as a matter of creative choice.  He saw the 
individual in terms of needs; postulated thus, the lower the needs in the hierarchy the more 
similar they are to needs of other animals.  The needs identified by Maslow [1970] include [in 
ascending order] physiological needs, safety needs, belonging and love needs, esteem needs 
and finally self-actualisation.   
 
However, according to Child [2001], Maslow [1970] sees two sets of esteem needs.  First there 
is the desire for competence, achievement, independence and freedom, adequacy and 
FRQILGHQFHLQIURQWRIRQH¶VIHOORZV6HFRQGO\KHSRVLWVWKHGHVLUHIRUUHFRJQLWLRQUHSXWDWLRQ
and prestige, attention, importance and appreciation by others.  The first is the desire for 
confidence in oneself; the other is a wish for prestige and respect from others.  Thwarting of 
opportunities to achieve desires is said to produce feelings of inferiority, weakness or 
helplessness [p.56]. 
 
Conversely, Maslow [1954] who is the proponent of the theory of a hierarchy of needs believes 
human beings are motivated by unsatisfied needs and that certain lower needs need to be 
satisfied before higher needs can be satisfied.  For Maslow [ibid] the hierarchy is dynamic, 
suggesting a fluid dominant need.  Thus, the dominant need may combine other levels and 
needs that the hierarchy is affected by prevailing situation and the general culture.  
 
Nonetheless, Maslow [1970] argues that few individuals ever reach their full potentLDORUµVHOI
DFWXDOLVDWLRQ SRLQW¶ IRU H[DPSOH D FKLOG ZKR KDV ORZ VHOI-esteem might find it difficult to 
concentrate on learning tasks or keep up with the rest of the class hence fail to achieve full 
potential.  According to Maslow [1970], self actualising persons: 
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have a feeling of belongingness and rootedness, they are satisfied in their love needs, 
have friends and feel loved and worthy, they have status and place in life and respect 
from other people, and they have a reasonable feeling of worth and self respect.  If we 
phrase this negatively ± in terms of frustration of these basic needs and in terms of 
pathology ± then this is to say that self actualizing people do not [for any length of 
time] ± feel anxiety-ridden, rootless or isolated, nor do they have crippling feelings of 
inferiority or worthlessness [p. 28]. 
 
Maslow [1970] postulated that when individual basic needs are met, rather than being 
deficiency-motivated, people could become motivated and then be open to a multitude of 
experience.  Accordingly, Maslow [ibid] strongly believed that physiological needs such as 
safety needs, belonging, and love needs and esteem needs all have to be met before self-
actualisation can take place.  Further, Maslow [ibid] argued that the introjections of B-values, 
RU EHLQJ YDOXHV VLJQLI\ WKH HPHUJHQW µVHOI¶ KDV HQODUJHG WR LQFOXGH DVSHFWV RI WKH ZRUOG DV
ZHOODV WKHGLVWLQFWLRQEHWZHHQ µVHOI¶DQG µQRQH VHOI¶  For Maslow [1998], these hierarchies 
have to be met for individuals to develop a measure of their future locus of control.   Maslow 
[ibid] further clarifies that the physical/ safety needs have to be met adequately before self-
esteem even becomes an issue [Ayers et al., 1995]. 
 
Conversely, Rogers [1961] postulates that, the drive toward self-actualisation ma\EHµGHHSO\
buried under layer after layer of encrusted psychological defences [p.35].  Rogers [1961] thus, 
noticed:  
a growth tendency, a drive toward self-DFWXDOLVDWLRQ«LWLVWKHXUJHZKLFKLVHYLGHQWLQ
all organic and human life-to expand, extend, become autonomous, develop, 
PDWXUH«WKLVWHQGHQF\PD\EHFRPHGHHSO\EXULHGXQGHUOD\HUDIWHUOD\HURIHQFUXVWHG
SV\FKRORJLFDOGHIHQFHV«EXWLWLVP\EHOLHIWKDWLWH[LVWVLQHYHU\LQGLYLGXDODQGDZDLWV
only the proper conditions to be released and expressed [p.35.]  
 
It follows therefore, that sometimes, the process of reaching for and getting in touch with our 
innermost feelings would be difficult and hindered.   
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5. SELF ACTUALIZATION 
Morality, creativity, Spontaneity, problem solving, 
Lack of prejudice, acceptance of facts 
 
1. ESTEEM [ALSO KNOWN AS THE EGO] 
Internal esteems are self respect, autonomy, achievement; 
External ones are status, recognition, and attention. 
 
3. LOVE AND BELONGING 
Friendship, family, sexual intimacy 
 
2. SAFETY NEEDS 
Security of body, of employment, of resources, 
of morality of family, of health, of property 
 
1. PHYSIOLOGICAL: 
Breathing, food, water, sex, sleep, homeostasis, excretion 
 
 
7KHGLDJUDPEHORZLOOXVWUDWHVDVXPPDU\RI0DVORZ¶VKLHUDUFK\RIQHHGVLQS\UDPLGIRUP 
 
)LJXUH0DVORZ¶VKLHUDUFK\RIQHHGVS\UDPLG  
 
 
[The diagram was adapted from Motivation and Personality, Maslow [1970] 2nd. ed.] 
 
0DVORZ¶V >@ KLHUDUFK\ RI KXPDQ QHHGV SXW SK\VLRORJLFDO QHHGV DW WKH EDVH DQG VHOI-
actualisation at the pinnacle of the pyramid.  This suggests a linear and progressive approach to 
QHHGV LQ D KLHUDUFKLFDO PDQQHU  6XFK LQWHUSUHWDWLRQ RI 0DVORZ¶V KLHUDUFK\ RI QHHGV LV
problematic as it suggests that one cannot self-DFWXDOL]HEHIRUHGHYHORSLQJRQH¶VHVWHHP-needs.  
Since esteem issues and self-actualisation are value free, what stops individuals from 
developing some values/needs simultaneously?   
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0DVORZ¶Vmodel of needs is representative of the Western cultures and may not be true of other 
cultures such as Eastern cultures.  For instance, the Dalai Lama [2000] argues that the Christian 
emphasis on the human capacity for sin and the feelings of guilt and shame gives the self a 
substance of conflict and guilt that is not evident in the East.  I therefore argue and illustrate 
my interpretation of the needs development through the Web model of needs.  
 
Figure 2. 4. The Web Model of Needs 
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Thus, in the web format, I argue here that, the immediate environment and circumstances act 
like a web, and the child is in the centre.  Values and needs growth are triggered cultivated and 
nurtured by circumstances and the need to survive.  The environment, acting as a web catches 
anything emergent that comes along, disregarding anything seen as unimportant.  Thus, 
children born during wartime will inevitable develop different safety needs than those born in 
peaceful time.  Thus, individuals promote their survival through purposeful action and through 
developing meaning structures.  This suggests that, there is a growing need for individuals to 
develop their own lines of action and continuous reappraisals of relevant meaningful structures 
so as to move forward and experience a sense of self-concept. 
 
Locus of Control  
Locus of Control is considered by some psychologists Rotter [1950], WR EH WKH LQGLYLGXDO¶V
perception of causes of events in life and can manifest as either influenced by [external locus 
of control] or [internal locus of control].  The general consensus however is that external locus 
of control is when one believes that his/her behaviour is guided by fate, luck or other external 
forces, while internal locus of control is when one believes that his/her actions are guided by 
own personal decisions or efforts [Zimbardo, 1985].   
 
For Brockner [1979] there are clear connections between self-esteem and locus of control 
although these traits are usually investigated in isolation.  Judge et al., argue: 
«SHRSOH ZLWK ORZ-self esteem are generally more susceptible to self-relevant social 
cues than are individuals with high self-esteem.  This type of behaviour mimics 
individuals who have an external locus of control.  
 
=LPEDUGR >@ GHILQHV /RFXV RI &RQWURO RULHQWDWLRQ WR EH µEHOLHI DERXW ZKHWKHU WKH
outcomes of our actions are contingent on what we do [internal control orientation] or on 
HYHQWVRXWVLGHRXUSHUVRQDOFRQWURO>H[WHUQDOFRQWURORULHQWDWLRQ@¶>S@ 
 
Nonetheless, according to Rotter [1950], the locus of control notion seems to account for the 
UHDVRQV IRU RQH¶V EHKDYLRXU VXFK WKDW those who make choices primarily on their own are 
considered to have internal loci, while those who making decisions based more on what others 
desire are said to have external loci.  Rotter, [ibid] further espoused that having an internal 
ORFXV RI FRQWURO FDQ DOVR EH UHIHUUHG WR DV µSHUVRQal control, self-GHWHUPLQDWLRQ¶ ZLWK PDOHV
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believed to be more internal than females who tend to be inclined to having more of an external 
locus.  Rotter [ibid] also believed that, internal locus protects against submission to authority- 
more resistant to RWKHUV¶ LQIOXHQFH>EXW WHQG WREHPRUHSUHPDWXUHDQG OHVVV\PSDWKHWLF WKDQ
externals]. 
 
Conversely, James [1950] postulated that, there is an average base line of self-feeling which 
each of us carries about with us and which, to some extent, is independent of the objective 
validations we may have for satisfaction or discontent.  James [ibid] argues that, feelings of 
self-complacency and self-dissatisfaction are two opposite classes that seem to be intrinsic 
parts of human nature.  However, self-feeling is largely dependent on our actual success or 
failure and position held in the world.  James [1963, p. 175] thus saw self-esteem in terms of 
the relationship between successes and failures. 
 
Further more, -DPHV>S@DUJXHGWKDWSHRSOHV¶VHOI-feeling of the world depend on 
what they consider themselves as being, determined by the ratio of realities to supposed 
potentials.  Thus, people pursue their multi-selves hierarchically according to their supposed 
values.  Within these values, the material, social and spiritual selves are notably between the 
immediate and actual and the remote and potential for the individual.  Therefore, a healthy 
balance in these traits does not need to be over emphasized.  James [ibid] postulated that the 
pursuit of an ideal social self is that which is worthy of approval by the highest possible 
judging companion, which could include God or the Absolute Mind.   
 
James [1970] also espoused that, we know how the barometer of our self-esteem and 
confidence rises and falls from one day to another through causes that seem to be visceral and 
organic rather than rational.  Individuals or seekers of the truest self need to review their list of 
selves carefully as well as choose the self perceived to be the most relevant to personal wishes 
and goals.  James [ibid] insisted that human thought is incessantly deciding among many things 
DQGVRLQGLYLGXDOVFDQFKRRVHDPRQJVWGLIIHUHQWVHOYHV$OVRLQGLYLGXDOVFRQVLGHUWKHµPH¶DV
precious, and believe it must not fail.  This is the direct feeling of regard for personal existence.  
7KXV-DPHV>@RXWOLQHGWKHHPSLULFDOOLIHRIWKHµ6HOI¶DVLVVHWRXWLQWKHIROORZLQJWDEOH 
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Figure 2.4. The Empirical Life of the Self 
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Source: James [1950, p. 229] 
 
Accordingly, Mead [1934] also espoused that human beings have a self; they can see 
WKHPVHOYHV UHIOHFWHG LQ RWKHU SHRSOH¶V UHVSRQVHV DQG UHDFWLRQV WR WKHP  0HDG [ibid] argued 
that human beings can think about these reactions and act accordingly.  He calls this basic 
FRQFHUQ µV\PEROLF LQWHUDFWLRQLVP¶DQG IXUWKHU DUJXHV WKDW LW FRQFHUQV LWVHOIZLWK WKHZD\V LQ
which individual actors make sense of, analyse or interpret any given situation.  According to 
Mead, [ibid] humans use and interpret symbols; continuously creating or constructing social 
life by generating meanings and interpretations within small social groupings.  Mead [1934] 
HVSRXVHG WKDW WKH VRFLDO VHOI ZDV GLYLGHG EHWZHHQ DQ µ,¶ DQG D µPH¶ µWKH µ,¶ LV WKH
conversational FKDUDFWHU RI LQQHU H[SHULHQFH DQG LV QRW DVVXPHG WR EH µDQ REMHFW LQ
FRQVFLRXVQHVV¶>0D\S@ 
 
+RZHYHURQWKHFRQWUDU\ WKH(DVWKDVDYHU\GLIIHUHQWVHQVHRIµVHOI¶IURPWKDWHVSRXVHGE\
the Western World, that emphasis on the human capacity for sin and feelings of guilt and 
shame [Dalai Lama, 1999].  According to the [Dalai Lama, 2000] inherent self-worth can be 
actively developed by individual action.  +RZHYHU DFFRUGLQJ WR %UD]LHU >@ µZHVWHUQ
psychology generally leans towards the idea of a self, soul or psyche which exists as an entity 
in its own right and which can make demands and claims.  This is all in accord with long-
standing western tradition where, especially in America, a culture has been created around the 
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idea of individual ULJKWVDQGQHHGV%XGGKLVWSV\FKRORJ\KRZHYHUUHFRJQL]HVQRVXFKHQWLW\¶
[p.34].  
 
$FFRUGLQJ WR %UD]LHU >@ WKH µVHOI¶ LQ %XGGKLVP FDQ EH WKRXJKW RI LQ WHUPV RI D FDQGOH
flame.  If a candle is lit a flame burns.  If one goes away and returns, the candle still burns, but 
LW LV QRW WKH VDPH IODPH  $ IODPH KDV QR HQGXULQJ RU LQWULQVLF µVHOIQHVV¶ VR WKHUH FDQ EH
appearance without substance. Buddhism recognizes the significance of impermanence and 
change and consequently sees selfhood as fluid.  The sense of fluidity, in part, is informed by 
the importance of the soul. 
 
5RJHUV>S@XVHVWKHWHUPµVHOI¶WRGLVFXVVSHUVRQDOLW\+HDUJXHVWKDWWKHFRQFHSWRI
µVHOI¶ µDV D UHVXOWRI LQWHUDFWLRQZLWK HQYLURQPHQWDQGSDUWLFXODUO\ DVD UHVXOWRIHYDOXational 
interaction with others, the structure of self is formed, an organisation fluid, but consistent 
FRQFHSWXDO SDWWHUQ RI SHUFHSWLRQV RI FKDUDFWHULVWLFV DQG UHODWLRQVKLSV RI WKH µ,¶ RU WKH µPH¶
WRJHWKHU ZLWK WKH YDOXHV RI DWWDFKHG WR WKH FRQFHSWV¶  5Rgers [ibid] further argues that the 
values attached to experiences, and values that are a part of the self-structure, in some instances 
are values experienced directly by the organism and in some instances, values introjected or 
taken over from others, but perceived in distorted fashion as if directly experienced.  
Furthermore, he argues that when an infant interacts with environment, it builds and 
assimilates concepts about itself, the environment and about itself in relation to the 
environment.  He again espouses that the direct organismic is intimately associated with 
valuing the growth experience which appears important for understanding later developments.   
 
7KHUHIRUHLQUHODWLRQWRWKHµ,¶RUµPH¶FKDUDFWHUDQGOHDUQLQJ&DUO5RJHUV>@VXJJHVWHG 
that significant learning will only take place when:  
x The subject is perceived to be of personal relevance to the individual and that; 
x It involves active participation by the learner. 
 
In fact, Rogers [1959] believed that when we interact with significant people in our 
environment- parents, brothers, sisters, friends, teachers, - we begin to develop a concept of 
µVHOI¶WKDWLVODUJHO\EDVHGRQWKHHYDOXDWLRQRIRWKHUV7KLVLVGULYHQE\WKHGHVLUHIRUSRVLWLYH
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regard from others and it is thus, more compelling than our own organismic valuing process 
[p.223].  Rogers [ibid] further postulates that this need to seek approval and avoid disapproval 
leads to self-concept that is conditional on the performance of certain kinds of behaviour 
[p.209].  Self-concept is the organized set of characteristics that the individual perceives as 
being peculiar to him or herself [Rogers 1959].   
 
However, to be able to transmit our thoughts, we need a vehicle with a common denominator.  
And that denominator is a language understood by both parties.  As May, [1996] espoused, 
µFRPPXQLFDWLRQLVWKHEDVLVIRUPDLQWDLQLQJDVRFLDOJURXS¶VXQLW\DQGLQWHJULW\GXULQJWLPHVRI
VRFLDOFKDQJH«DQGFXOWXUHLQFOXGHVDOOWKDWLVFRPPXQLFDEOH¶>S@$QGIRU0HUOHDX-Ponty, 
[1963], people manipulate symbols and use language both to reflect on and control their 
HQJDJHPHQW  7KXV µHDFK ERG\-subject finds him-or herself immersed in the world, and 
particularly a social world, before he or she is in a position to use internalised language to 
reIOHFWRQWKLVHQJDJHPHQW¶>LELGS@ 
 
Nevertheless, Rogers [1980] postulates that learning is most likely to be successful in an 
DWPRVSKHUHRIµXQFRQGLWLRQDOSRVLWLYHUHJDUG¶7KLVHQWDLOVWKHWHDFKHUUHFRJQL]LQJVWXGHQWVDV
having individual needs and that learning experiences are of limited value unless they impact 
XSRQ WKH KXPDQ FRQGLWLRQ DQG WKH LQGLYLGXDO¶V VHQVH RI µVHOI ZRUWK¶  1RQHWKHOHVV Rogers 
[ibid] postulates that the actual structure of the self emerges through evaluative interaction with 
others and with the environment.  The self, therefore, is a fluid yet organized conceptual 
SDWWHUQRISHUFHSWLRQVUHODWHG WR WKHFKDUDFWHULVWLFVRIDQµ,¶RU µPH¶ $Q\H[SHULHQFH WKDW LV
inconsistent with the organization of the self is seen as a threat and, as a result, the self-
structure is organized in a rigid way to protect itself.  Behaviour is goal directed in order to 
satisfy needs, and emotion facilitates goal directed behaviour.  Thus actions, comments and 
attitudes by the teacher and peers may be construed otherwise.  
2.14.2. Psychoanalytic 
Similarly, Erikson [1964] describes human development as marked by the unfolding of a series 
of stages that are universal to all humankind.  As a former Freudian student, Erikson [ibid] also 
XVHV WKH µHJR¶ notion.  Unlike Freud, Erickson [ibid] proposed that the ego often operated 
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LQGHSHQGHQWO\RILGHPRWLRQVDQGPRWLYDWLRQV>7KHLGDQGHJRZLOOEHFRYHUHGXQGHU)UHXG¶V
psychoanalysis].  Erikson [1964] contends that ego exists from birth, but places more emphasis 
on the external world [such as depression and wars] as modifiers.  Erikson [1964] believes that 
µHWKRV¶DQGWKHLQIOXHQFHRIFXOWXUHKDYHPDVVLYHLQIOXHQFHVRQEHKDYLRXUDQGWKHRUJDQLVPLF
self.  Further, Erikson [ibid] asserts that the programmed course of epi genetic principle [epi-
µXSRQ¶@GHSHQGVRQ WKH LQWHUDFWLRQRIELRORJLFDO >ERG\@SV\FKRORJLFDO >PLQG@DQG WKHQDWXUDO
[ethos] influences.  Erikson [1964] argued that the behaviour of young people is characterised 
E\ WRWDOLVP WKXV µDVHWWLQJRIDEVROXWHERXQGDULHV LQRQH¶VYDOXHVEHOLHIVDQG LQWHUSHUVRQDO
relationships [p. 92].  
 
%HORZLVDVXPPDU\RI(ULFNVRQ¶VVWDJHVRIGHYHORSPHQWDQGFKDOOHQJHVWKHµVHOI¶GHDOVZLWK
at every stage of growth and self-actualisation. 
 
Figure 2.5. : The Eight Stages of Ego Development  
 
Stage  Estimated age Ego crisis Ego strength 
1. Oral-sensory  Birth-1 Basic trust vs. mistrust Hope 
2. muscular-anal 2-3 Autonomy vs. shame and doubt Will 
3. Locomotor-genital 4-5 Initiative vs. guilt Purpose 
4. Latency  6-12 Industry vs. inferiority Competence 
5. Adolescence 13-19 Identity vs. role confusion Fidelity 
6. Young adulthood 20-24 Intimacy vs. isolation Love 
7.Middle adulthood 25-64 Generativity vs. stagnation Care 
8. Late adulthood 65-death Ego integrity vs. despair Wisdom 
 
[Erickson E. [1963] Child and Society; New York: Norton] 
 
(ULFNVRQ¶V >LELG@ VXPPDU\ LV SV\FKRVRFLDO DQG GHVFULEHV PDMRU FKDUDFWHULVWLFV DQG
consequences of each stage.  The nucleus of each stage is a basic crisis that represents the 
chaOOHQJHV WKH µVHOI¶ IDFHV ZKHQ LQ FRQWDFW ZLWK D QHZ IDFHW RI VRFLHW\  )RU H[DPSOH WKH
FKLOG¶VHQWU\LQWRVFKRROGXULQJWKHIRXUWKVWDJHJXDUDQWHHVFRQIURQWDWLRQZLWK>LQGXVWU\YHUVXV
inferiority] and other new complexities of social agents.  Suffice to point out that the basic 
crisis that forms the core of each stage does not exist only during that stage, but overlap into 
other stages.  It follows therefore that pupils who are ridiculed at school, not listened to and 
sometimes despised end up breaking their egos, self worth and personalities.  This notion can 
CHAPTER TWO: LITERATURE REVIEW: PART ONE: 
 64 
inform teachers about the way they can go about dealing with feedback in learning/teaching 
situations.   
 
Figure 2.2. A Table to Summarise Types of Paradigm Perspectives 
 
2.15. Self-Esteem and Assessment 
Therefore, to facilitate learning, Fisher [1995, pp. 2-11] advocates for the creation of learning 
atmospheres that enable the learner to become a more independent and knowledgeable person.  
Paradigm/ Perspective Theorists  Model of self View on self- esteem 
Behaviourist/ Social 
Learning   
Watson, Skinner, 
Bandura.  
 -Emphasises intrinsic motives 
based on extrinsic goals; 
performance is based on rewards 
and short term goals.  Also 
emphasises the prediction and 
control of behaviour.   
-Focuses on overt, observable and 
measurable outcomes and their 
reinforcement in accounting for 
resulting behaviour.    
Humanists or 
Phenomenologist 
Maslow, Rogers, 
May 
Organism phases 
of development 
-Offers a hierarchy of intrinsic 
motives for learning, based on the 
idea that people have an innate 
desire to seek knowledge and to 
develop.   
-Also focuses on esteem issues, 
problems in coping with and 
exploring feelings in accounting 
for behaviour. 
Cognitive  Gestalt theory, 
Piaget. 
Stages of 
development 
-(PSKDVLVHOHDUQHUV¶WHQGHQFLHVWR
adopt preferred learning styles 
[individual traits] or strategies so 
that motivation increases if 
learners can work within their 
preferred styles.  
-Focuses on cognitive processes 
[beliefs, attitudes, expectations 
and attributions.  This perspective 
combines both the cognitive and 
the behavioural perspective.    
Psychoanalytic Freud Unconscious 
processes seeking 
resolution of 
psychic conflict, 
e.g. ego 
-caused by conflict between id/ego 
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He describes a successful learning environment as one wKLFKSURPRWHVWKHOHDUQHU¶VPRYHPHQW
from lower order thinking ±knowing the facts , understanding the facts, applying the facts- on 
WR KLJKHU OHYHOV RI WKLQNLQJ FKDUDFWHUL]HG E\ ZKDW KH UHIHUV WR DV µPHWDFRJQLWLYH FRQWURO¶
However, one may wonder how teachers in England and Wales strike a balance between 
achieving good grades, which would enhance their schools league table standing and creating 
FRQGXFLYHOHDUQLQJDWPRVSKHUHVRIµXQFRQGLWLRQDOSRVLWLYHUHJDUGV¶IRUSXSLOVZLWKERUGHUOLQH
learning difficulties and language deficiencies in mixed ability English language classes 
FRXSOHGZLWKSUHVVXUHIURPOHDJXHWDEOHVUHTXLUHPHQWV5RJHUV¶>@YLHZRIXQFRQGLWLRQDO
positive regards is- µDGHHSDQGJHQXLQHFDULQJE\RWKHUVµXQFRQWDPLQDWHGE\MXGJHPHQWV¶Rr 
HYDOXDWLRQVRIRXUWKRXJKWVIHHOLQJVRUEHKDYLRXUV¶>S@$QGZLWKXQFRQGLWLRQDOSRVLWLYH
regard, the self-concept carries no conditions of worth, there is a congruence between self and 
experience, and the person is psychologically healthy [Rogers, 1980].    
 
One is bound to ask what happens to pupils if there are imbalances on the suggested learning 
theories.  Britzman, [1998] argues that, students and teachers alike, import a set of beliefs 
about teaching/learning that are shaped through years of personal experience to their 
classrooms.  In addition to these beliefs, are their perceptions of the students they teach.  
Conversely, Eliason, [1995] among others see the need for classroom interaction that can 
accommodate diversity.  He [ibid] postulateV µWKH UROH RI WKH LQVWUXFWRU FDQQRW EH
XQGHUHVWLPDWHGLQDFODVVURRPWKDWSXUSRUWVWRSURPRWHGLYHUVLW\«WKHFODVVURRPHQYLURQPHQW
KLQJHV RQ WKH DWWLWXGH RI WKH WHDFKHU¶ >S@  ,Q DGGLWLRQ (OLDVRQ >@ SRLQWV RXW WKDW
teachers must be aware of their own teaching and learning styles and thinking patterns to 
promote equity in the classroom by being attentive to the students whose learning styles are 
different. 
 
People argue that, if one looks with the right intentions, they can find value in what they are 
engaged in; but this cannot be said about some minority pupils whose family know no success 
stories that are linked to education.  Due to relentless discrimination, unfair systemic treatment 
and other social segregations, such pupils may have lost faith in education as a prime source of 
potential help with personal and community problems.  And so, with continued failure staring 
them in the face, they may drop out of school, or engage in anti-school culture so that they are 
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H[FOXGHGIURPVFKRRO«SHUPDQHQWOy.  Freire [1974] espouses that, to involve them in education 
again may require them to reorder their perceptions of their world and their potential in it.   
Thus, when students understand how school relates to their life in the future, they may find a 
reason for wanting to do well in school?  Bourdieu 1992; Gauntlett 2002 argue that behaviour 
LVLQIOXHQFHGPDLQO\E\µKDELWXV¶VRFLHW\DQGLQGLYLGXDODFWLRQV 
    
The anti-school culture seems to be transmitted to pupils through society, from a tender age 
that the resistance becomes spontaneous suggesting a two layered effect: a backdrop of society 
and a foreground of individual action, thoughts and feelings.  Gauntlett [2002] believes the 
backdrop of society and the actions of individuals interact as he argXHVµLWLVWKHUHSHWLWLRQRI
WKHDFWVRILQGLYLGXDODJHQWVZKLFKUHSURGXFHVWKHVWUXFWXUH«>WKHUXOHVZKLFK@FDQEHFKDQJHG
ZKHQ SHRSOH VWDUW WR LJQRUH WKHP UHSODFH WKHP RU UHSURGXFH WKHP GLIIHUHQWO\¶ >S@
However, the same cannot be said about an RSSUHVVHGPLQRULW\%RXUGLHX¶V>@DUJXPHQW
RIµKDELWXVFDSLWDODQGILHOG¶FRPHVWRPLQGDQGWKXVUH-enactment of history takes place in 
the dispositions which people acquire over time, which brings them social situations.  May 
>@GHILQHVµKDELWXV¶µDVKLVWRU\HPERGLHGLQKXPDQEHLQJV«FDQEHFRQVLGHUHGDVDIRUP
RI µVRFLDOL]HG VXEMHFWLYLW\¶ >SS -7].  According to Bourdieu [1992] a relation exists 
EHWZHHQWKHµKDELWXVDQGILHOG¶ 
 
First, the field structures or conditions the habitus to the extent that it provides for its 
IRULWVUHDOL]DWLRQ«VHFRQGO\WKHUHLVWKHSDUWWKDWWKHKDELWXVSOD\VLQFRQVWLWXWLQJWKH
field as a place where the agent decides that it is worth investing their energy [p.127].    
 
%RXUGLHX¶V>@FRQFHSWRI µKDELWXV¶VLPLODU WR WKHQRWLRQRI µFXOWXUH¶VXJJHVWV WKDW LQ WKH
background to individual lives, there exists: an explanatory construct, a collective cultural 
structure and set of beliefs and norms within and against which agents perform their actions 
and pursue WKHLUJRDOV¶ 
 
This argument suggests that as a society we work and learn against a backdrop of culture, of 
socially-FRQVWUXFWHG UXOHV DQG µPRUDO FRGHV¶ >'UXPPRQG  S @  7KXV WKH IDLOLQJ
pupils do not get any meaning from school related activities and all that comes with it.  To 
some of these pupils, the negative and seemingly controlling school environment reflect a 
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pervasive culture of low expectations, hence expressions for desires to see teachers whom they 
felt ill treated them fired. 
 
It follRZV WKHUHIRUH WKDW WKHVH WHDFKHUV¶ EHOLHIV DERXW OHDUQLQJ DQG SHUFHSWLRQV DERXW WKHLU
students translate into their classroom instructional practice.  These practices in turn, shape the 
dynamics of student learning in these particular learning zones.  It should also be born in mind 
that pupils have a way of telling when teachers or peers exclude them from social events.  
:KHQ WKH\ GR LQWHUQDOL]H WKHVH WHDFKHUV¶ RU SHHU ELDVHV WKHLU SHUIRUPDQFH LQ OHDUQLQJ LV
affected.  For Miller [1993] identities are conVWUXFWHG WKURXJK VFKRROLQJ µVRFLDO HFRQRPLF
historical and cultural forces influence, frame, and construct individual's interpretations and 
H[SHULHQFHVRIHGXFDWLRQ¶>S@ 
 
Vygotsky [1934] and Feuerstein [1921-] both take a strong sociological approach to the 
development of intelligence and cognition, with mediation as a key to survival and success.  
Arguably, the current conditions for teachers and students in England and Wales do not 
provide adequate atmosphere for proper mediation as proposed by Vygotsky [ibid] and 
Feuerstein [ibid].  
 
However, there is an NFER [1995] survey report on differentiation and learning that supported 
the advent of league tables.  In this report, the NFER acknowledge a change in differentiation 
to a:  
Close link with pressure on schools to improve their published academic outcomes. In 
the survey, the need to raise attainment was seen as a key influence, with almost 90 per 
cent of schools rating it as important [NFER, report 1995]. 
 
Differentiation is mainly about planning work to match individual needs.  On the contrary, the 
same report also felt that relatively little was happening in many schools to change classroom 
practice in line with the agreed goal of matching learning to individual needs.  This observation 
is in contUDVW WR )LVKHU¶V VXJJHVWHG µOHDUQLQJ DWPRVSKHUHV¶  &RQYHUVHO\ 6OHH HW DO >@
argue:  
Governments and state agencies in general are not prepared to pay for research which 
shows their own social and economic policies have contributed significantly to crises in 
the schools.  They would rather pay for research which shows that some schools have 
EHHQDEOH WRRYHUFRPHWKHVHFUHDWHGLPSHGLPHQWVPRUHVXFFHVVIXOO\DQGµHIIHFWLYHO\¶
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than other schools.  Thus the ideological and political focus is shifted from analysis of 
the policies themselves to analysis of the differential ability of schools to cope with 
these policies [p. 119]. 
 
Therefore, it can be argued that the advent of league tables caused teachers to not prioritise 
child centred learning.  The result is that more and more children are not reaching their full 
potentials as their learning needs are not fully met and are let to deteriorate into slow learners 
and subsequently to learned helplessness as Seligman, [1995b] noted.  Seligman, [ibid] puts 
forward a phenomenon that he calls predisposition: [learned helplessness].  Seligman [ibid] 
argues that when pupils learn that what they do has no effect on outcomes, they withdraw and 
make no further effort.   
 
Similarly, Marsh [1984; Marsh and Parker, 1984] proponents of a proposed frame of reference 
model called the big-fish-little-pond effect [BFLPE], sum up a frame of reference to effects 
supposedly immersed in social comparison theory.  These researchers [ibid], theorise how 
academic self-concept, pitted against peers substantially influences the ability levels of other 
students in the immediate context in addition to one's own ability and academic 
accomplishments.  However, Marsh [2001] puts forward an argument to the contrary: 
Thus conversely, if these students attend a low ability school, then their abilities would be 
above average in relation to other students in the school and social comparison processes 
will result in higher academic self-concepts [Marsh 2001, p.1.]  
 
Marsh [ibid] argues that academic self-FRQFHSWV GHSHQG QRW RQO\ RQ RQH¶V DFDGHPLF
accomplishments but is greatly affected also by the performances of other peers and colleagues 
in the same school the student attends.  Other factors such as Yerkes-'RGVRQ¶V ODZFLWHGE\
Nuttall [1989] have iPSDFWRQSHUIRUPDQFH7KXV'RGVRQK\SRWKHVL]HVµWRROLWWOHRUWRRPXFK
DQ[LHW\ OHDGV WR ORZHUSHUIRUPDQFH WKDQ LIRQH LVPRGHUDWHO\ DQ[LRXV¶ >S@ 6LPSO\SXW
WKXV WKH FRQGLWLRQV RI WHVWLQJ FDQ EH LPPHQVHO\ LQIOXHQWLDO >1XWWDOO LELG@  'RHV 0DUVK¶V
oEVHUYDWLRQ KDYH D EHDULQJ RQ SXSLOV¶ HPRWLRQV LI WKHLU VFKRRO LV ERWWRP RI OHDJXH RU WKHLU
performance is not as good as their peers thereby contributing to the lower position in the 
league?  What is self-esteem and how is it important anywhere?  One way to answer these 
questions is by way of exploring what is known about self-esteem, curriculum and assessment 
and how these are affected by interactions among others. 
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2.16. The Importance of Language in Learning 
As can be appreciated, learning is essentially an adaptive process that uses language as the 
major fabric of learning behaviour, which plays a mediating role between teacher/pupil and 
pupil/pupil and the environment at large.  For a school child, mastery of the instructional 
language has specific advantages and relevance and is a highly salient aspect of knowledge 
acquisition.  It follows therefore that, possession of the appropriate language provides the 
needed interactive facility.  Equally so, failure to master the medium of language provides a 
quandary of problems for the learner as well as for the teacher.   
 
)RU 5RXVH >@ µOHDUQLQJ LV H[SHULHQFH HYHU\WKLQJ HOVH LV MXVW LQIRUPDWLRQ¶ >S@  7KXV
5RXVH>LELG@IXUWKHUDUJXHVµZKDWZHNQRZIHHOOHDUQDQGWKLQNLVVKDSHGE\KRZZHNQRZ
feel, leDUQDQGWKLQN¶>LELGLELG@5RXVH¶V>@EHOLHILVVKDUHGE\FRQVWUXFWLYLVWVZKRDOVR
argue that children regulate their own learning through meta-cognitive.  
 
According to Fisher [1995]:  
µ0HWD-cognitive intelligence [also called interpersonal intelligence] is probably the 
most important aspect of human intelligence as it is linked to the processing of all other 
forms of intelligence.  It is the access we have to our own thoughts and emotions, to 
what we think and feel and why we do things.  It is the heart of the Delphic injunction; 
µ.QRZWK\VHOI¶>S@ 
 
$FFRUGLQJ WR %URZQ DQG 6KRUURFN >@ D FRQVWUXFWLYLVW IUDPHZRUN µYLHZV WKH OHDUQHU
within a position of power and embraces all dimensions of teaching/learning that would allow 
educators to articXODWH PHDQLQJIXOO\ WKH ZD\V LQ ZKLFK WKH\ PLJKW SURYLGH IRU FKLOGUHQ¶V
HGXFDWLRQ ULJKWV¶ >S @  7KH FRQVWUXFWLYLVW DSSURDFKHV HQFRPSDVV WKH LGHDV RI OHDUQHUV
DFWLYHO\ EXLOGLQJ WKHLU XQGHUVWDQGLQJ DVVLVWHG E\ RU µVFDIIROGHG¶ E\ DQRWKHU PRUH
knowledgeablHSHUVRQVVXFKDVWKHLUµWUXVWHG¶WHDFKHUVLQWKHLU=RQHRI3UR[LPDO'HYHORSPHQW
[ZPD] and gradually becoming more aware of and able to regulate their own learning through 
metacognition [ibid].  
 
Mercer¶V [1994] notion of ZPD embodies a view of the developing the learner as someone 
whose learning achievements are in part situationally determined.  Further, Mercer [ibid] 
combining ZPD and scaffolding ±into amore recent neo-Vygotskyan approaches helps to 
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describe teaching and learning as a culturally based, iQWHUDFWLYHSURFHVV µ WKHHVVHQFHRI WKH
neo-Vygotskyan approach is to treat human learning and cognitive development as a process 
which is culturally- based, not just culturally influenced; as a process which is social rather 
than individual; and as a communicative process, whereby knowledge is shared and 
understandings are constructed in culturally-formed settings [p.92].  Thus, language is central 
to school learning [teaching and learning], [Bullock report, 1975]. 
 
Conversely, Merleau-Ponty, [1962] argues: 
In the experience of dialogue, there is constituted between the other person and myself 
a common ground; my thought and his are inter-woven into a single fabric, my words 
and those of my interlocutor are called forth by the state of the discussion and they are 
LQVHUWHGLQWRDVKDUHGRSHUDWLRQRIZKLFKQHLWKHURIRXUVLVWKHFUHDWRU«,QWKHSUHVHQW
GLDORJXH,DPIUHHGIURPP\VHOIIRUWKHRWKHUSHUVRQ¶VWKRXJKWVDUHFHUWDLQO\KLVWKH\
are not of my making, though I do grasp them the moment they come to being, or even 
anticipate them.  And indeed, the objections which my interlocutor raises to what I say 
draws from me thoughts which I had no idea I possessed, so that at the same time I lend 
him my thoughts, he reciprocates by making me think too [p. 354].  
 
Accordingly, constructivists still uphold Merleau-3RQW\¶V REVHUYDWLRQV >LELG@ DV WKH\ argue 
WKDW PXFK RI SXSLOV¶ GHYHORSPHQW LV IRVWHUHG WKURXJK SDUWLFLSDWLRQ LQ FODVV GHOLEHUDWLRQV E\
creating and receiving feedback from peers and teachers alike.  For Mead [1934], the 
individual is seen as a social construction, forged out of joint interactions with others.  Thus, 
learning is regarded as a shared social activity, embedded in classroom interactions.  Brown 
and Shorrock [1998] further argue that teachers have somehow to create the conditions for 
building up appropriate conceptual foundations for subsequent learning.  Under these settings, 
WHDFKHUV DOORZ VWXGHQWV¶ UHVSRQVHV WR GULYH OHVVRQV VKLIW LQVWUXFWLRQDO VWUDWHJLHV DQG DOWHU
content.  And students are encouraged to engage in dialogues both with the teachers and with 
each other [Brown and Shorrock 1998].  At this juncture, pupils with language deficiencies 
find it very difficult to engage with learning.  
 
Suffice to say, without the appropriate language, learners have daunting tasks of expressing 
their abstract concepts and as a result, learning stalls.  Teachers then find it difficult to handle 
these students whose backgrounds, language and social class may be markedly different form 
their own.  It is no wonder that in most cases, the majority of struggling pupils manifest 
language deficiencies.   
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Arguments put forward by psychological anthropologists, seem to point out that, in different 
FXOWXUHV FKLOGUHQ¶V LQGLYLGXDO GHYHORSPHQW DQG SDUWLFLSDWLRQ LQ social practices is mediated 
through language [Stevens, 2000].  For May [1996], language becomes seen as the medium 
through which people speak, hear themselves speak and so evaluate their utterances according 
to the responses of others.  Thus, according to May [1996]: 
,QGLYLGXDOVJDLQ WKHDELOLW\ WRVKDSHZKRWKH\DUHE\ µWDNLQJ WKHUROHRIRWKHUV¶«WKH\
conceive of themselves through the responses, attitudes and expectation of both 
µVLJQLILFDQW¶DQGµJHQHUDOLVHGRWKHUVYLDV\PEROLFFRPPXQLFDWLRQ¶>S@ 
 
)XUWKHU0D\>LELG@DUJXHVµXQGHUQRUPDOFLUFXPVWDQFHVSHRSOHDFWXQGHUKDELWDQGFRQWLQXH
in this way on a day -to-GD\EDVLVXQWLOWKLVLVWKH\DUHFRQIURQWHGE\FULVLV¶>S@ 
 
Nevertheless, Hymes [1972] argues that children need to learn not just various aspects of the 
language system ±grammar, phonology etc. but also how to become competent speakers within 
a particular cultural setting.  Yet for Miller and Hoogstra, [1992],  
Children have to know when and how they should talk in different contexts and with 
different people and how to interweave non-verbal gestures and body language in with 
VSHHFK(TXDOO\LPSRUWDQWWKH\KDYHWROHDUQZKHQDQGKRZWROLVWHQDQGKRZWRµGHWHFW
DQGLQWHUSUHWWKHXQVSRNHQDVVXPSWLRQVWKDWOLHEHKLQGWKHWDON¶>S84.] 
 
Also, Rotter, [1954] argues that language can be used not only to help children make 
appropriate discriminations between events, but also to increase generalisation. 
Since the effect of language is to classify, to categorize, or to abstract similarity in events, 
it serves, therefore to determine and enhance the nature of generalisation to other events 
that are similarly abstracted.  Not only does language determine generalisation...on the 
EDVLV RI WKH VXEMHFW¶V LPSOLFLW FDWHJRUL]LQJWKH ODQJXDJH RI others may be use by the 
observer as a stimulus to determine, control, or enhance generalisation [p. 220].   
 
As can be appreciated, these skills are crucial competences necessary in learning and shaping 
own experiences of self.  For Vygotsky [1934], children first internalize the real-life dialogues 
they have had with others and apply these to mental problem solving.  It should be remembered 
that sometimes, problem solving may be a joint rather than an individual mental activity.  
7KXV µEHFDXVH WKH LQWHUQalized dialogues bring with them their social and cultural 
connotations, the language children use to think with is always heavily culturally and socially 
VLWXDWHG¶ >6WHYHQV  S@  )XUWKHUPRUH 6WHYHQV FRQWHQGV WKDW WKH YHU\ OHDUQLQJ
activities whLFKIRUPWKHEDVLVIRUFKLOGUHQ¶VFRJQLWLYHDQGFRQFHSWXDOGHYHORSPHQWDUH
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which induct them into particular cultural values and beliefs and ways of organising knowledge 
and experience.  However, notably, language variations, different values, attitudes and 
DVSLUDWLRQVDOODFFRXQWWRZDUGVSXSLOV¶HGXFDWLRQDOSHUIRUPDQFHDWVFKRRO 
 
Conversely, different languages have syntax and grammatical difficulties that are peculiar and 
specific to particular languages.  This suggests that learning a language is a more complex 
undertaking surrounded by own inherent problems-especially learning a foreign language.  To 
KLJKOLJKWWKHLPSRUWDQFHRIODQJXDJHLQOHDUQLQJ%RUJHUDQG6HDERUQH>@SRVWXODWHGµWKH
use of a language is part of the fabric of human behaviour ±not simply one kind of activity 
amongst others, but one that plays a special mediating role between the individual and his 
HQYLURQPHQW¶>S@ *HQHUDOO\VSHDNLQJ OLIHDWVFKRROHYROYHVDURXQGWKHXVHRIODQJXDJH
µYHUEDO IRUPXODWLRQ- utilizing instructions or descriptions provided from outside, orally or in 
writing [p.122].  Suffice therefore, to suggest that actions from individuals are preceded by 
YHUEDO GHFLVLRQV EDVHG RQ WKH LQGLYLGXDO¶ XQGHUVWDQGLQJ RI YHUEDO DQG VLWXDWLRQDO
understanding.  Conversely, English proficiency or competence is usually lacking especially 
from pupils with borderline learning difficulties.  
It can be argued that teachers today, try to centre learning on cooperative learning as they may 
have noticed that students work in FORVHSUR[LPLW\ WRJHWKHU 6R VWXGHQWV¶GHVNV DUHSXVKHG
together in small groups.  What could be wrong with this assumption is that, physical 
proximity does not guarantee cooperative learning. Cooperative learning requires 
communication and sharing of ideas, materials, responsibilities, and consensus on completing 
projects [Kendall and Marzano, 1999].  How then is the child with language deficiencies 
engaged when teachers mainly with producing results? 
However, recent research evidence indicates the potential of Social Constructivist approaches 
with pupils who experience difficulties with their learning [Wells, 1999, Watson 2000, 2001].    
And, according to Vygotsky [1985], pupils interact with the outside world primarily through 
social settings and that adults and peer groups help develop the experiences of a growing child 
through scaffolding.  However, Vygotsky [ibid] further argues that learning only occurs when 
children are working within their Zone of Proximal Development.  He defined the Zone of 
Proximal Development as the distance between developmental level of a child as determined 
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by independent problem-solving and the level of potential development as determined through 
problem-solving under adult guidance or in collaboration with more capable peers.   
 
8QGHU9\JRWVN\¶V >@QRWLRQ WKH WHDFKHU¶V UROHEHFRPHVPXFKPRUHH[SOLFLW LQ WHUPVRI
mediating as opposed to directing the class activities.  [In all these postulations, the leaner is 
assumed to be well conversant with the language for which the learning is the media of, and for 
him/her to be part of the learning process?].  What if the learner has considerable difficulties 
speaking and understanding the language?  Clearly, with this calibre of pupils, the writing is 
seemingly on the wall as this particular pupil or pupils are at sea with their learning.  Cummins 
[2000] does not disconnect his analysis of the importance of interactions at classroom level 
from wider social forces; he too recognizes that the ways in which ideas are negotiated in these 
interactions can be understood only in relation.  However, Cummins [2000, p.6] asserts that: 
µ,QWHUDFWLRQV EHWZHHQ HGXFDWRUV DQG VWXGHQWV UHSUHVHQW WKH GLUHFW GHWHUPLQDQW RI D ELOLQJXDO
VWXGHQWV¶VXFFHVVDQGIDLOXUHV¶ 
2.17. Language Deficiencies 
Whorf >@ DUJXHV µZH FDQ FXW XS DQG RUJDQLVH WKH VSUHDG DQG IORZ RI HYHQWV DV ZH GR
largely because, through our mother tongue, we are parties to an agreement to do so, not 
EHFDXVHQDWXUHLWVHOILVVHJPHQWHGLQH[DFWO\WKDWZD\IRUDOOWRVHH¶>S@,Wis not ludicrous 
therefore, to suggest that the ways individuals think is dependent upon the language they use.  
Thus the agreed ways in which a culture has curved up and shaped its views of the world and 
represented it in the language, represents itself aQGPDQLIHVWVLQWKHLQGLYLGXDOV¶WKLQNLQJDQG
actions. 
 
&RQVLGHULQJ 9\JRWVN\¶V >@ ODQJXDJH WKHRU\ FKLOGUHQ DSSHDU WR GHYHORS XQLTXH ZD\V RI
communication and thinking for them to do well in school activities.  And, drawing from the 
language philosophy, Habermas [1992b] argues that language is the medium for reaching 
understanding, learning and achieving co-operation.  Thus, Habermas [ibid] writes: 
Form the structure of language comes the explanation of why the human spirit is 
FRQGHPQHG WR WKH RG\VVH\«Rnly at the greatest distance from itself does it become 
conscious of itself in its irreplaceable singularity as an individual being [Habermas, 
1992b, p.153].  
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&RQYHUVHO\ HGXFDWLRQDO WKHRULVW >0HUFHU @ VXJJHVWV WKDW µLW LV XVHIXO WR ORRN DW WKH
learning of a particular subject from the viewpoint of the linguistic and cognitive processes 
which constitute it.  The cognitive demands of school learning across the curriculum involve a 
range of thinking processes, such as predicting, monitoring, reviewing and evaluating.  These 
processes are all closely linked to the language required to express them and are capable of 
being explicitly supported by teachers.       
 
A closer look at the account of aspects of language and communication will assist with shading 
OLJKWRQ+DEHUPDV¶>LELG@SUHPLVHODQJXDJHXVH 
 
Figure 2.6. Aspects of language and communication 
 
      Aspects of Language and Communication 
x Understanding [receptive language]: The ability to comprehend the language of other people. 
x Expression [productive language] the ability to formulate a message and convey it to others. 
x Vocabulary. Words and meanings. 
x Grammar. The system of the rules which determines how the form of words changes to indicate 
different meanings [morphology] and how words combine to form sentences [syntax]. 
x Attribution [intelligibility]. The clarity and accuracy of the motor production of a message 
[speech sounds or manual sounds]. 
x Social use [pragmatics] the appropriate use of a language in different contexts to achieve 
different goals.   
      [Source: Messer and Jones, 1999, p.282]  
 
For these reasons, it can be argued that sometimes failure to understand a language of 
LQVWUXFWLRQFDQEHUHVSRQVLEOH IRU WKHSXSLOV¶ IDLOXUH WRGRZHOO LQ WHVWV $FFRUGLQJ WR:RRG
[1993], some educational theorists believe that important and far reaching effects on 
educational performance results from variations in the way those children from different 
backgrounds use language.  In collaboration with this view, Bernstein [1970] espoused that 
people of Britain are divided by language, at least in relation to educational achievement and 
vocational opportunity.  
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Further to these assertions, Bernstein [ibid] contends that there are differences between the 
language forms of language found in different social classes.  Conversely, Woods [1993] 
DUJXHVµVRFLDOEDFNJURXQGLVRQHRIWKHPRVWUHOLDEOHSUHGLFWRUVRIDFKLOG¶VOLNHO\SHUIRUPDQFH
DWVFKRRO¶>S@DQGVRµWHDFKHUVPDNH>SHUKDSVLPSOLFLWRUXQFRQVFLRXV@MXGJHPHQWVDERXW
FKLOGUHQ¶V¶ HGXFDWLRQDO SRWHntial on the basis of how they talk, setting up self-fulfilling 
SURSKHVLHV ZKLFK OHDG WR WKH DQWLFLSDWHG GLIIHUHQFHV LQ OHYHOV RI DFKLHYHPHQWV¶ >LELG@
Arguably these disparities are also reflected in socio-economic status, thus affecting more the 
working-class children.  As Woods [ibid] agues, the likelihood of these children being 
SUHMXGLFHG LQ OHDUQLQJ DUH KLJK DV µWHDFKHUV H[SHFW OHVV RI FKLOGUHQ IURP VRPH VRFLDO
backgrounds, these children are taught and learn less [ibid, p, 112].  On the same note, Hillman 
DQG0RUWLPRUH>@DUJXHVµDQHIIHFWLYHVFKRRODGGVH[WUDYDOXHWRLWVVWXGHQWV¶RXWFRPHVLQ
FRPSDULVRQZLWKRWKHUVFKRROVVHUYLQJVLPLODULQWDNHV¶>S@ 
 
6LPLODUO\ 5H\QROGV DQG &UHHPHUV >@ DVVHUW µVFKRROV PDWWHU VFKRROV GR KDYH PDMRU 
HIIHFWVXSRQFKLOGUHQ¶VGHYHORSPHQWVFKRROVGRPDNHDGLIIHUHQFH¶>S@  ,QUHODWLRQWR WKLV
argument and because wealthy families are most likely to send their children to the best 
available schools; Bernstein [1970] contends that children from middle-class homes are likely 
to find themselves in white collar managerial roles while the working class child is likely to 
IROORZ SDUHQWV¶ PDQXDO RFFXSDWLRQV-making generations move in cycles through time.  The 
JHQHUDOFRQVHQVXVLQVFKRROLVWKXVWHDFKHUV¶SHrceptions and expectations exert a direct causal 
influence on how much children learn. 
 
Nonetheless, it can be argued [especially by humanist psychologists] that personal feelings 
seem more important than the intellect in determining the quality and meaning of personal life.  
As Rogers [1951] espoused that the ideal conditions for emotional growth are respect, empathy 
and genuineness.  And in concurrence, Giddens [1999] argued that, the ideal relationship is 
characterised by mutual respect, a capacity to take the emotional perspective of the other and 
by genuineness.  The processes are therefore a two way process involving dialogue and 
listening whereby emotions are not judged, are taken seriously and through the process of 
dialogue, the person learns to uphold self worthiness and is helped to make meaning.   
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,QFRQFXUUHQFH+RXJK>@FRQWHQGVWKDWµWKLVRUJDQLVPLFµVHOI¶LVSUHVHQWIURPELUWKDQG
FRQVLVWV RI WKH EDVLF IRUFH ZKLFK UHJXODWH HDFK SHUVRQ¶V SK\VLRORJLFDO DQG SV\FKRORJLFDO
JURZWK¶ >S@  +Rugh further asserts that, the central and most important aims of the 
organismic self is to grow, to mature and to achieve self- actualisation.  Erickson [1994] calls 
self-DFWXDOLVDWLRQµ(JR¶ 
 
2.18. Summary  
 
In summary, Chapter 2 reviewed literature from varied research areas, which relate to the 
study.  These research areas considered were ethnographic research in education, the 
FXUULFXOXP LQ XVH LQ (QJODQG DQG :DOHV¶V VFKRROV DVVHVVPHQW UHJLPHV VSHFLDO HGXFDWLRQDO
needs provision learning difficulties, [Dyslexia] ADHD, language deficiencies, intercultural 
communication, multicultural education, which focused on the impact assessment, has on these 
SXSLOV¶VHOI-esteem.  
 
It has been established that problems in assessment and classroom interaction may lead to 
student and teacher attrition, discouragement, feelings of failure and even exacerbated 
prejudice that could in turn lead to low self-esteem and social mischief by some pupils.  
However, there is no consensus on how this phenomenon may affect pupils¶SHUIRUPDQFHOHW
alone what really this phenomenon truly is as there are claims and counter claims on its effects.   
  
Nonetheless, it was established that high self-esteem positively correlated with scholastic 
DWWDLQPHQWDQGLVEDVHGRQWKHLQGLYLGXDO¶Vevaluation of the discrepancy between self-image 
and the ideal self and depends upon the extent to which the individual cares about this 
discrepancy Rogers [1980].  However, Reasoner [2006] postulates that a healthy self-esteem 
stems from quiet confidence LQRQH¶VSRWHQWLDO WKDW UHTXLUH VWURQJ IHHOLQJVRI VHOI-worth and 
competency.  Importantly, he espoused that a healthy self-esteem is developed from within and 
that children just cannot be handed self-esteem.  
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CHAPTER THREE: LITERATURE REVIEWPART TWO:  
 
CURRICULUM AND ASSESSMENT 
 
Meeting the curriculum of all learners 
 
Khera [2004] gave a hypothetical situation regarding forest animals that decided to 
VWDUWDVFKRRO7KHVWXGHQWVFRPSULVHGRIµDELUGDVTXLUUHODILVKDGRJDUDEELW
and a mentally retarded eel.  A board was formed and it was decided that flying, tree 
climbing, swimming, and burrowing would be part of the curriculum in order to give a 
broad-based education.  All animals were required to take all subjects.  The bird was 
excellent at flying and was getting As but when it came to burrowing, it kept breaking 
its beak and wings and started failing.  Pretty soon, it started making Cs in flying and 
of course in tree climbing and swimming it was getting Fs.  The Squirrel was great at 
tree climbing and was getting As, but failing in swimming.  The fish was the best 
VZLPPHUEXWFRXOGQ¶WJHWRXWRIZDWHUDQGJRW)VLQHYHU\WKLQJHOVH7KHGRJGLGQRW
join the school, stopped paying taxes and kept fighting with the administration to 
include barking as part of the curriculum.  The rabbit got As in burrowing but tree 
climbing was a real problem.  It kept falling and landing on its head, suffered brain 
GDPDJHDQGVRRQFRXOGQ¶WHYHQEXUURZSURSHUO\DQGJRW&VLQWKDWWRR7KHPHQWDOO\
retarded eel, who did everything half as well, became the valedictorian of the class. 
The board was happy because everybody was getting a broad-based education [Khera, 
2004:23]. 
 
3.1.0. Introduction  
The above story by Khera [2004] illustrates how assessment can dampen OHDUQHUV¶VSLULWVZLWK
VRPHIROORZLQJWKHGRJ¶VGHFLVLRQQRWWRSDUWDNHLQWKHDFWLYLWLHV,WJRHVZLWKRXWVD\LQJWKDW
assessment should aid learning rather than put out the flames in them.  
 
However, most educators take assessment as testing and grading: scoring outcomes in 
performances in exams and assigning course grades to students.  Schools typically use 
assessment as a way to inform students about how well they are doing or how well they did in 
the courses they are taught [Hodgen and Marshall, 2005].  Nonetheless, an emerging vision of 
assessment is that of a dynamic process that continuously yields information about student 
progress toward the achievement of learning goals.  Among the many reasons for carrying out 
learning assessment, is the premise that DVVHVVPHQW VKDSHV FKLOGUHQ¶V LGHQWLWLHV DQG WKHLU
perceptions of appropriate behaviour and responses to assessment interactions in profound and 
subtle ways.  
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However, In order to appreciate the relevance and provisions of current assessment regimes, 
there is need to explore first the curriculum that informs the assessment processes. 
3.1. The Curriculum 
In recent years, there has been some movement towards alternative forms of academic 
assessment to conventional written examinations, Child, [2001].  This desire to evolve has 
necessitated the advent of curriculum in England and Wales.  Hirst, [1968] cited by Child 
>@GHILQHVFXUULFXOXPDVµSURJUDPPHVRIDFWLYLWLHVGHVLJQHGVRWKDWSXSLOVZLOODWWDLQVR
far as possible, educational ends or objectiveV¶>S@µZKLOH1HDJOH\DQG(YDQVSURSRVHWKDW
the curriculum process is all of the planned experiences provided by the school to assist pupils 
LQDWWDLQLQJWKHGHVLJQDWHGOHDUQLQJRXWFRPHVWRWKHEHVWRIWKHLUDELOLWLHV¶>LELGS@ 
 
Conversely, Vygotsky argues that, in order to fully develop children, the curricula should be 
designed such that children are immersed in activities that emphasize interaction between 
learners and learning tasks.  In this instance, curriculum delineates topics, concepts and skills 
to be taught, learning tasks and outcomes for a particular key stage/grade or age level.  This 
makes it easy to administer standardised tests so as to check on progress as observed by Ashby 
and Sainsbury [2001].  For example, writing about the introduction of curriculum in England 
and Wales, Ashby and Sainsbury [ibid] argue: 
Since the introduction of the National Curriculum in 1989, pupils have been 
compulsorily tested at two points in their primary school careers.  At the age of seven, 
the end of National Curriculum key stage 1, they are assessed by means of tasks and 
tests that, in recent years, have covered English and mathematics only.  Then at eleven, 
the end of key stage 2, children take tests in English, Mathematics and science.  The 
results of these assessments are expressed as National Curriculum levels and these are 
based, in most cases, on a numerical score [p.1]. 
 
$V FDQ EH VHHQ IURP $VKE\ DQG 6DLQVEXU\¶V >LELG@ VWDWHPHQW WKH DLP IRU WKH 1DWLRQDO
Curriculum is to evaluate, diagnose, monitor/ check and counter balance and inform with a 
view to improving and raising attainment results in core subjects being offered.  It is envisaged 
that high attainment in these core subjects would lead to better study and understanding of 
other important subjects.  Hargreaves, [1988] argues that there is the school curriculum, which 
comprises of all learning and other experiences that schools plan for their pupils in each phase 
of education and the national curriculum then sets out the requirements to be taught in each 
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subject.  Nevertheless, for Boaler [1997] the Education Reform Act [ERA, 1988] introduced 
the idea of a National Curriculum for adoption by schools.  Further, Boaler [ibid] espouses 
WKDW DV D UHVXOW RI WKH LPSRVHG FXUULFXOXP VFKRROV µ²appear to be responding to a set of 
policies, emanating directly and indirectly from the Education Reform Act [ERA, 1988], that 
have forced them to turn their primary attention away from equality and towards academic 
VXFFHVVSDUWLFXODUO\IRUWKHPRVWDEOH¶ [ p. 576]. 
 
In 1998, the [NFER] National Foundation for Education Research was commissioned to 
undertake a research on target setting in England and Wales.  Their aims were: 
x To collate various approaches to target setting where steps to level 1 and between levels 
1and 3 are being developed [to include consideration of baseline data]; 
x To design assessment criteria with steps leading to levels 1 and between levels 1 and 3 
which schools can use to set targets for their pupils; 
x To pilot the assessment criteria as widely as possible; 
x To undertake case studies of schools setting targets and reviewing support in this 
process from the LEA 
x To refine the assessment criteria following the pilot. 
 
The above aims indicate a deliberate biased pressure aimed at raising standards of performance 
in education in England and Wales and that assessment is an integral part of this drive.  These 
aims too, are directed at answering questions on curriculum and assessment and have led to so 
much educational research aimed at reviewing alternative curriculum and assessment models.   
 
7KH7DEEHUHU DQG /H0HWDLV UHVHDUFK >@REVHUYHG WKDW µFXUULFXOXP DQGDVVHVVPHQW DUH
not readily understood outside the context of the national aims for education and the 
FXUULFXOXP¶>S@+RZHYHU on the contrary the England and Wales Curriculum Assessment 
Authority QCA, [2001] contend that the National curriculum is balanced and broadly based.  
7KH DXWKRULW\ DUJXHV WKDW LW SURPRWHV SXSLOV¶ VSLULWXDO PRUDO FXOWXUDO PHQWDO DQG SK\VLFDO
development, and prepares children for the opportunities, responsibilities and experiences of 
adult life.  For instance, a closer look at The English Curriculum currently operational in 
English and Welsh schools reveals three strands.  These strands have three components: oral 
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language, written language, and visual language.  As can be appreciated, these strands tend to 
favour those who are articulate and conversant with the English language.  Conversely, Apple 
[1979] argues that somehow, politics and values keep entering into curriculum deliberations, 
creating difficulties not easily dealt with under the rubrics of management ideologies.  Apple 
[ibid] contends that the content of the curriculum continues to be a source of social conflict. 
 
However, curriculum strands are multifaceted clusters of content and skills to be mastered at 
each key stage.  These bring together learning to spell, correct use of syntax and writing 
legibly.  In addition, the Curriculum Assessment Authority [QCA] [ibid] contends that it 
includes religious education for secondary pupils, as well as sex education which prepare 
students for adult life outside schooling days.  The QCA however, further argue that although 
the curriculum does not constitute the whole curriculum for schools, it applies to all pupils 
aged 5-16 in maintained schools.  As it stands now, English and Welsh schools have discretion 
to develop the whole curriculum to reflect their particular needs and circumstances.   
 
The report also compared English and Welsh curriculum with other countries and established 
that, some countries have controlled curriculum while others favoured the national or federal 
systems e.g. Canada and USA.  Where as some countries regulate their curriculum and 
assessment frameworks, such countries as New Zealand and Hungary have national monitoring 
of performance by pupil samples.  Nevertheless, in England and Wales, education model 
defines knowledge and skills, minimum levels of attainment at certain stages, the Singapore 
curriculum defines topics, skills learning tasks and activities and learning outcomes.  
Compared with other countries, it appears, UK pupils are subjected to assessment from the on 
set of their education right through their primary education and into the secondary stage.   
 
Firstly, they have the baseline assessment covering basic speaking and listening, reading, 
writing, mathematics and personal and social development.  Then pupils are subjected to Key 
stage tests or other forms of assessment as discussed earlier.  The Tabberer and Le Metais 
report [1996] noted that cross-curricular themes that were not associated with statutory 
delivery or public assessment were being implemented internationally.   
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$OWKRXJK WKHUH DUH GLIIHUHQFHV EHWZHHQ FRXQWULHV¶ FXUULFXOXP DQG DVVHVVPHQW IUDPHZRUNV
there are some commonalities in the aims and objectives.  The most commonly articulated aims 
were in the areas of developing the capacity of the individual, promoting equal opportunities, 
preparing young people for work, providing knowledge, skills and understanding to mention 
but a few.  But, one does not see these commonalities catering for strugglers in learning, since 
the focus is now on high-stakes.   
3.2.0. Assessment  
3.2.1. Definitions 
There are numerous acceptable definitions of assessment.  For Ysseldyke [1995], assessment is 
defined as: 
...the process of collecting data for the purpose of making decisions about students.  
Assessment by teachers is a judgement or observations of students having difficulties 
acquiring or retaining behavioural or academic skills.  Or it could be that the student 
needs assistance eliminating difficulties [p.5]. 
 
And for Chid [2001], assessment is defined as,  
µDQ RPQLEXV WHUP ZKLFK LQFOXGHV DOO WKH SURFHVVHV DQG SURGXFWV ZKLFK GHVFULEH WKH
QDWXUHDQGH[WHQWRIFKLOGUHQ¶VOHDrning, its degree of correspondence with the aims and 
objectives of teaching and its environments which are designed to facilitate learning [p. 
357]   
 
Child [2001] contends that assessment can be in the form of observations, conversations 
[formal or informal], tests and class or public examinations.  Informal assessments are teacher 
initiatives during normal class learning and formative judgements, while formal assessment is 
often made at times set aside specifically for the purpose of testing such as in examinations.  
However, assessment should be designed to improve learning and achievement. 
 
Similarly, the Scottish Office Education Department [1991a] argue: 
 
Assessment is an important and integral part of the learning and teaching process. [p. 
4@«Assessment occurs mainly on a day-to-day basis«Assessment as an integral 
part of learning and teaching involves attention to four concerns: clear teaching 
and learning, aims, motivation, previous experience and present abilities, effective 
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Thus, according to Scottish Office Education Department [SOED] [1991a], µIeedback should 
µKHOSSXSLOVWRLGHQWLI\ZKDWWKH\KDYHOHDUQHGZKDWWKH\VWLOOKDYHWROHDUQDQGWKHLUQH[WVWHSV
LQOHDUQLQJ¶[p. 16].  
3.3. Purposes of Assessment 
%URZQ >@ DUJXHV µSXUSRVHV RI DVVHVVPHQW DUH WR JLYH D µOLFHQVH¶ WR SURFHHG WR WKH QH[W
stage or to graduation; to classify the performance of students in rank order; to improve their 
OHDUQLQJ¶>S@  Garfield [1994] aligns herself to this notioQRIDVVHVVPHQWVR ORQJDV LI µWKH
gathered information is consistent with learning goals and is used appropriately to inform 
LQVWUXFWLRQFDQHQKDQFHVWXGHQWV¶OHDUQLQJDVZHOODVGRFXPHQWLW¶>S@DQGDGGVµUDWKHUWKDQ
being an activity separate from instruction, assessment is now being viewed as an integral part 
RIWHDFKLQJDQGOHDUQLQJDQGQRWMXVWWKHFOLPD[RILQVWUXFWLRQ¶>LELGS@ 
 
However, cognitive disabilities, social and political differences have a significant impact on the 
chances of realising these goals and many current trends in assessment have unintended; 
QHJDWLYH VLGH HIIHFWV  )RU LQVWDQFH LW LV FODLPHG WKDW WKH µKLJK VWDNHV¶ DSSURDFK DQG RWKHU
highly competitive systems can de-motivate those who do not get high grades. 
 
Such is the premise that, there seems to be discontentment with the current traditional 
assessment measures which appear to be failing to adequately/holistically assess significant 
learning gains and thereby tending to undermine curriculum, instruction, and policy decisions 
[Garfield, 1994].  Conversely, Ecclestone [2005] argues: 
 
Recognising some of the tensions in principles and practices might enable practitioners 
and qualification designers to achieve their good intentions for assessment.  An 
understanding of tensions also illuminates the limitations of particular assessment 
systems, which makes it important for institutions of particular assessment systems, 
which makes it important for institutions to consider how to achieve positive educational 
experiences within the constrains and contradictions of external requirements and 
increasingly prescriptive assessment models [p.76]. 
 
Consequently, public educators have sought to redesign new forms of assessment for the 
purposes of checking how much knowledge/information pupils have acquired during 
learning/teaching.  The driving forces behind these efforts have sprouted from a feeling that 
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more powerful and effective assessment strategies are now needed to target the intricacies of 
the knowledge that teachers bring to bear in their teaching [Shulman, 1987] as well as the 
sensitivity and empathies of innovative teaching practice [Smith, 1990].   
 
Similarly, the chief executive for Teacher Training Agency [TTA] quoted by Millett [1996b] 
argues: 
Everyone is now agreed thaW WKH WRSSULRULW\ LQHGXFDWLRQ LV WKHQHHG WR UDLVHSXSLOV¶
VWDQGDUGV RI OHDUQLQJ«$QG WKHUH LV D ZLGHVSUHDG DZDUHQHVV WKDW LQ D FRPSHWLWLYH
world, constant progress is necessary just to maintain parity with other nations [p. 2]. 
 
However, as the shift is apparent, it can be argued that this movement towards new forms of 
DVVHVVPHQW RI SXSLOV¶ ZRUN KDV EHHQ PDUNHG E\ D FDOFXODWHG PRYH DZD\ IURP WKH QRUP RI
standardized paper and pencil tests of knowledge and skill, to the use of other assessment tools 
that take on board the entire learning process of the pupils and their feelings about the 
education they are receiving.  As such, more and more calls for more empathetic forms of 
DVVHVVPHQWVXFKDVµDXWKHQWLFDVVHVVPHQW¶WKDWDWWHPSWWRKDUQHVVWKHFRPSOH[LWLHs of teaching 
and learning as they develop over time and across different contexts such as competence and 
SHUIRUPDQFHDQGµYDOXHDGGHG¶DUHFRQWLQXDOO\EHLQJVRUW>6KXOPDQ:ROI%RDOHU
1997].  However, Stake holders continue to search for assessment changes that are 
evolutionary rather than a revolutionary. 
 
Nonetheless, it can be argued that these perennial, thorny issues of assessment lie at the 
pinnacle of promoting children's learning by providing a framework in which educational 
objectives may be set, checked and counter balanced with a view of expressing and mapping 
pupils' progress.  Thus, monitoring it can yield a basis for planning the next educational steps 
in response to children's needs basing on strengths and weakness manifested.  In this light, it 
can be argued that assessment can provide a point for discussion and if done well can improve 
LQVWUXFWLRQDQGDVVLVWLQVRXQGWHDFKLQJSUDFWLFHV)RU(FFOHVWRQH>@µZKHQXVHGZHOOLW
offers motivating ways for learners to describe achievement, to assess the quality of their own 
ZRUNDQGVHWPHDQLQJIXODQGXVHIXOWDUJHWV¶>S@ 
 
However, certain subjects of the curriculum present a quandary for teachers.  Generally 
speaking, languages are subjective to teach and so, assessment in these subjects, [for example 
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English], may be inconsistent, hence a possibility of numerous inconsistencies by assessors due 
WRPLVOHDGLQJLQGLFDWRUVRIWKHSXSLOV¶SHUIRUPDQFHDQGGLIIHUHQWDELOLWLHV7KLVOHDGVWRZKDW
Seligman [1995b] calls learned KHOSOHVVQHVV6HOLJPDQµV>LELG@WKHRU\RQOHDUQHGKHOSOHVVQHVV
postulates that animals and people learn to give up trying when they experience they have no 
control over what happens to them.  This becomes the learned externalisation of locus of 
control.  $QG IRU :HVWZRRG >@ µFKLOGUHQ ZLWK VSHFLDO HGXFDWLRQDO QHHGV ZKR KDYH
negative school experiences remain markedly external in their locus of control, feeling that 
their efforts have little impact on their progress and that what happens to them in learning tasks 
LQXQUHODWHGWRWKHLURZQDFWLRQV¶>S@ 
 
Sometimes students are unfairly subjected to considerable differences in assessment between 
WHDFKHUV ZLWK VRPH VWXGHQWV MXGJHG PDLQO\ RQ LQGLYLGXDO VWXGHQW¶V EHKDYLRXU DWWLWXGH RU
personal situation rather than by set subject etiquette or dictates.  In some extreme cases, 
[overtly] sometimes students are assessed on the basis of behaviour racial, class and 
characteristics [institutional racism].  This divergence tends to undermine testing validity be it 
LQIRUPDOO\ RU IRUPDOO\ GRQH DQG UXQV FRQWUDU\ WR 5RJHUV¶ >@ µXQFRQGLWLRQDO SRVLWLYH
UHJDUGV¶  :LWK WKLV NLQG RI VXEMHFWLYLW\ LW LV SRVVLEOH WKDW VRPH WHDFKHUV ZLWWLQJO\ RU
unwittingly alter or manipulate assessment answers to manifest performance of certain students 
who have been predicated to do well.   
 
Conversely though, it is argued by many that, assessment is multifaceted and has many aims 
such as, information, motivation and selection which are official aims but it also has more 
µXQVHHQ¶DLPs like control and legitimacy [Garfield 1994; Black and Atkin 1996; Brown 2001].  
For instance, it is argued that assessment for selection has a long history in England and Wales, 
Europe and the world-over [Kvale, 1980; Andersson, 2001].  And for Child [2001], one 
function of many public examinations is to enable teachers, authorities and captains of 
industries to select people for certain occupational or scholastic pursuits. 
 
,QVXSSRUW*DUGQHU>@FRQWHQGVµDVVHVVLQJVWXGHQWVLVDQLQWHJUDOSDUWRIWhe teaching and 
learning process and that opportunities should be provided for students to take responsibility 
for their own learning and self-monitoring [p. 195].   
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Garfield [ibid] then suggests some ways of gathering assessment information whose purposes 
include: 
x Providing individual information to students about how well they have learned a 
particular topic and where they are having difficulty [feedback].  
x 3URYLGLQJ LQIRUPDWLRQ WR WKH LQVWUXFWRU DERXW WKH FODVV¶ SURJUHVV WRZDUGV
understanding a particular topic and perhaps what would be additional activities 
that might be introduced before moving on to another new topic.  
x Serving as diagnostic information to instructors about individual students' 
understanding of these new or old concepts and skills or any huddles being 
encountered in the learning and grasping these new materials.  
x Providing valuable information to teachers about students' perceptions and 
reactions to the class as a whole, the learning material, the subject matter, or 
particular activities.  
x Acting as an overall indicator of students' success in achieving course goals. 
x  Assisting students to realize their overall strengths and weaknesses in learning a 
particular skill, or concept and or course materials. [Garfield 1994] 
 
At this juncture, it is noteworthy to suggest that pupils with borderline learning difficulties and 
language deficiencies and those that need a more concerted effort to master concepts find it 
hard to be engaged in the learning process.  With league tables and credibility at stake, it is 
only logical to assume that such pupils will not be fully engaged in the learning process and 
will be left behind due to external pressures. 
 
(FFOHVWRQH >@ FRQWHQGV µWKH SUHVVXUH RI H[WHUQDO WDUJHWV FDQ PDNH WHDFKHUV DQG VWXGHQWV
adopt a ORZ ULVN DSSURDFK WKHUHE\ PLQLPLVLQJ HQJDJHPHQW LQ RUGHU WR µJHW WKURXJK¶ WKH
UHTXLUHPHQWV¶ >S@  +RZHYHU WKH DUJXPHQW DERXW OHDJXH WDEOHV LV QRW DERXW WKHLU
worthlessness and or fit for purpose but rather, the unnecessary and unbalanced pressure it 
places on schools and teachers.  League tables give school authorities a picture of how their 
VFKRRO LV SHUIRUPLQJ DJDLQVW RWKHU VFKRROV µFODVVURRP SUDFWLFH FDQ EH SHUFHLYHG DV D µNH\
PHDVXUH¶ RI SROLF\ LPSOHPHQWDWLRQ¶ >*DUGQHU  S@  &RQYHUVHO\ µWKHUH FDQ EH QR
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sound analysis of what makes schools effective without taking into account the market context 
LQZKLFKWKH\RSHUDWH¶>6OHHHWDOS@7KHPDMRUTXHVWLRQKRZHYHULVLVWKLVDWUXH
picture of the school and do the results of the league tables have meaning to the intended 
audience?  Moreover, Slee et al., [ibid] further argues:  
A general concern about current definitions of effectiveness is that there is no sense that 
any relevance is accorded to where students come from, the nature of neither their life 
experiences nor their prospective destinations [p. 131].  
 
Slee et al., [1998] argue that the pressure from league tables has led to the formation of 
(IIHFWLYH6FKRROV0RYHPHQWWKH>(60V@ >(60@LVGHILQHGDVµDUHJXODWRU LQ WKHeducation 
PDUNHWLVWKHDQWLWKHVLVRIHPSRZHUPHQWLWSURIHVVHVWRRIIHU¶>6OHHHWDOS@ 
 
&RQYHUVHO\6OHHHWDO>LELG@DUJXHµWKHHPSKDVLVRQµVFKRROHIIHFWV¶DQGGLIIHUHQFHVPDVNVWKH
social justice issues of concern to those teaching in urEDQFRQWH[WV¶>S@:KLOHIRU+DPLOWRQ
[1996] in Slee et al., [1998]: 
The [EMS] is shaped not so much by the inclusive education values that link 
democracy, sustainable growth, equal opportunities and social justice rather than by a 
divisive political discipline redolent of performance based league tables and 
performance related findings [p. 24].  
 
0RUHRYHU6OHH HW DO >LELG@ DUJXH µVFKRRO HIIHFWLYHQHVV LV DQFKRUHG WLJKWO\ LQWR WKHEURDGHU
issues of competitiveness and efficiency which frame and contextualize much current public 
SROLF\DQGSUDFWLFH¶>S@ 
 
Nevertheless, Strand [1997] in a detailed empirical study of results in schools in England and 
Wales at Key Stage 1, reported a concerted attempt to measure the progress of students in 1995 
in terms of value-added analysis.  As Strand [ibid] sees it, evaluation of schools in this manner 
is argued to be important in identifying effective practice and in initiating change.  Strand 
[ibid] concluded that while this valued-added analysis identified differences between schools in 
the progress made by their pupils, there were still some ways to go to explain the differences.   
 
This is contrary to Madaus, [1988]; Harlen [2001, 2004] and Black et al [1996] who argue that 
the National Curriculum for England and Wales does not appear to notably categorize the 
learning concepts into hierarchal levels of difficulties which present problems for both the 
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teachers and pupils.  Nonetheless, the authors seem to acknowledge the difficulties involved in 
trying to design conceptually acceptable assessment steps that are reliable and yet cater for all 
levels. 
However, regardless of the specific purpose of an assessment procedure, incorporating an 
assessment program by the teacher offers a way to reflect about what everyone is doing and to 
find out what is really happening in the class.  It provides the teachers, pupils and authorities 
with a systematic way of gathering and evaluating information for use to improve knowledge, 
not only of students in a particular course, but the general knowledge of teaching in general. 
By using assessment to identify what is not working, as well as what is working, teachers can 
help students to become more aware of their own successes in assimilation, as well as become 
better at assessing their own skills and knowledge [Strand 1997].  
Assessment can assist individual teachers and pupils to obtain useful feedback on what, how 
much, and how well learning has taken place.  The educators in turn use this information to 
redirect their teaching, heOSPDNHVWXGHQWV¶OHDUQLQJPRUH effective and have meaning.  But, it 
is not a hide and seek game, as Wiggins [1992] cited in Garfield [1994] espouses that, any type 
of assessment used to assign student grades, should recommend that the scoring rubrics be 
used, some model papers, and exemplars of good performance be shared with students in 
advance.  These samples help provide students with insights into what is expected as good 
performance, allowing them to acquire standards comparable to the instructor's standards of 
performance.   
Other assessment information such as minute papers or attitude surveys need not be given a 
score or grade, as suggested by Wiggins [1992], but can be used to inform the teacher about 
student understanding and feelings, as input for modifying instruction.  Because assessment is 
often viewed as driving the curriculum and students learn to value what they know they will be 
tested on.  It is suggested that teachers should assess what pupils value as a counter measure 
and always remember that children learn differently as pointed by Fisher [1995].  Fisher [ibid] 
argues that some children are audiles who learn better by their ears, others are vesiles who 
prefer using eyes while others are tactile who prefer using touch for their optimum learning. 
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Nevertheless, Fisher [1995, p.148] notes, skills and strategies are best taught in relation to 
specific curriculum subject areas.  First we need to determine what students should know and 
be able to do as a result of participating in learning.  This information should then be translated 
into clearly articulated goals and objectives [both broad and narrow] in order to determine what 
types of assessment are appropriate for evaluating attainment of these goals.  One way of 
thinking about the main goals for a course is to consider what students will need to know and 
do [focussed approach] to succeed in future courses or jobs.  Hence, William and Burden 
>@SRVWXODWHGµZKDWWHDFKHUVNQRZDERXWDVXEMHFWKDVLQIOXHQFHRQKRZWKH\WHDFKLIWKH\
have tRNQRZWKHFRQWHQWEHIRUHVFDIIROGLQJ¶>S@ 
Wiggins [1992] argues that we think of students as apprentices who are required to produce 
quality work and are therefore assessed on their real performance and use of knowledge.  
However, Garfield [1994] hLQWVµ$QRWKHUZD\WRGHWHUPLQHLPSRUWDQWFRXUVHJRDOVLVWRGHFLGH
ZKDWLGHDV\RXUHDOO\ZDQWVWXGHQWVWRUHWDLQVL[PRQWKVDIWHUFRPSOHWLQJ\RXUVWDWLVWLFVFODVV¶
[p. 4].  As such, one cannot help but provide a tool to check progress [successes and failures], 
because without which stake holders will demand its inception.  Therefore, in any teaching/ 
learning institution, there ought to be some form of assessment however controversial and the 
onus will be to the teachers, standards regulators and other stake holders to improve on its 
effectiveness.   
It can therefore be argued that the need for assessment arises from the desire to check the 
learning process so as to support teaching and learning and to improve the quality of education 
being offered.  As such, it is a little wonder that assessment can take several deferent forms for 
various purposes, depending on the prior need and purpose of the programme.   
 
However, Ecclestone [2005] contends there are confusions arising from distinctions in 
cognitive psychology between behaviourist perspectives; humanist perspectives and cognitive 
perspectives.  Ecclestone [ibid] argues: 
«behaviouristV«emphasise extrinsic motives based on goals, performance 
rewards and short-term goals; humanist perspectives that offer a hierarchy of 
LQWULQVLF PRWLYHV«Lnnate desire to learn and cognitive perspectives that 
HPSKDVLVHOHDUQHUV¶WHQGHQFLHVWRDGRSWSUHIHUUHGOHDUQLQJVW\OHV«¶>S@ 
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Basically though, there are two types of assessment, assessment for learning and assessment of 
learning.  These two are further divided into significant purposes; Formative, Diagnostic and 
Summative and Evaluation.   
 
These key terms are summarized below. 
 
Figure 3.2. Assessment key terms and purposes 
 
 
Child [2001] of all the forms of assessment rHIHUUHGWRµFKLOGUHQDUHVXSSRVHGWREHQHILWIURP
the most formative methods..., the intention is to optimise feedback to pupils, pointing out 
VWUHQJWKVDQGZHDNQHVVHVDQGJXLGLQJWKHLUVXEVHTXHQWZRUN¶>S@ 
 
Conversely, Nuttall, [1989] observed, 
--the way in which the task is presented, the presenter and the perceived significance of 
the task to the student- IDFWRUV ZKLFK PLJKW EH WHUPHG WKH µFRQWH[W¶ RI WKH WDVN LQ D
broader sense ² can all have a major effect on the performance of the person presented 
with the task [ p.273]. 
 
 
TYPES OF 
ASSESSMENT 
 
PURPOSE  
 
Formative 
 
Assessment, that promotes learning by using evidence about where 
students have reached in relation to the goals of their learning, to plan the 
next steps in their learning and know how to take them.  Includes 
diagnostic assessment- to assess the progress and development to 
knowledge and skills during the process of learning.  
 
Diagnostic/ Remedial 
 
To locate particular difficulties in the acquisition or application of 
knowledge and skills.  The range of methods stretches from informal 
analysis to standardized methods using specific tools designed to pinpoint 
the source of difficulty.  
 
Summative  
 
Summative assessment [assessment of learning] provides a summary of 
achievements at a particular point-provides information to those with an 
LQWHUHVW LQ VWXGHQWV¶ achievement: mainly parents, other teachers, 
employers, further and higher education institutions and the students 
themselves.  Assessment serves as an evaluative purpose as predictors of 
future performance. 
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&RQVHTXHQWO\1XWWDOOFRQFOXGHVµDVVHVVPHQW>OLNHOHDUQLQJ@LVKLJKO\FRQWH[W-specific and one 
JHQHUDOL]HVDWRQH¶VSHULO¶>S@7KXVLWFDQEHDUJXHGWKDWDVVHVVPHQWKDVWKHSRWHQWLDOWR
intervene [by either making or breaking spirits] in teaching/learning and the curriculum.  As 
echoed by Black and Atkin, [1996], assessment practices in schools have the ability to instil in 
young persons a positive or negative judgment and value which may be difficult to alter. 
 
With the progressive world clamouring for changes in educational assessment both within the 
fields of measurement and evaluation, the current and traditional forms of assessment provide a 
method for assigning numerical scores to determine letter grades pleasing mainly the would be 
employers.  Black and Atkin [ibid] argue that current regimes rarely reveal information about 
how students actually understand; reason and apply their knowledge to solving real life 
problems.  Assessment can have a positive or negative effect on pupils.  Thus, assessment 
ELDVQHVVFDQGHVWUR\SXSLOV¶IXWXUHKHQFHWKHQHHGIRUHPSDWKHWLFWHDFKHUV+RZHYHULWFDQEH
noted though, that pupils need to contribute to the process of their learning so as to assist 
teachers to help them.   
 
It can be argued that the current assessment regimes do not break the vicious circle of failures.  
As such, the need for proper and appropriate assessment instruments and procedures cannot be 
over emphasized.  Responding to this need, [Messick, 1984; Wood, 1986] both in Nuttall 
>@DVVHUWµPRGHUQHGXFDWLRQDODVVHVVPHQWLVEHJLQQLQJWRVWULYHWRSHUPLWWKRVHDVVHVVHGWR
show their best performance and to take account of the factors that might prevent the best 
SHUIRUPDQFHIURPEHLQJGHPRQVWUDWHG¶>S@ 
 
ConvHUVHO\ 1XWWDOO¶V >@ REVHUYDWLRQ DSSHDUV WR KDYH EHHQ VXSHUVHGHG E\ WKH DGYHQW RI
league tables since more time appears to be devoted to how pupils will fare in an examination 
ZKLFK VRPH ZRXOG FDOO µFRDFKLQJ¶  +RZHYHU *DUILHOG >@ SRVWXODWH WKDW Whe term 
µDVVHVVPHQW¶ LV RIWHQ XVHG LQ GLIIHUHQW FRQWH[WV WR PHDQ GLIIHUHQW WKLQJV WR GLIIHUHQW SHRSOH
*DUILHOG>LELG@FRQWHQGVWKDWµDVVHVVPHQWLVWDNHQDVWHVWLQJDQGJUDGLQJVFRULQJRXWFRPHVLQ
performances in exams and assigning course grades to studHQWV¶ >LELGS@  Garfield further 
DUJXHVµZHW\SLFDOO\XVHDVVHVVPHQWDVDZD\WRLQIRUPVWXGHQWVDERXWKRZZHOOWKH\DUHGRLQJ
RUKRZZHOOWKH\GLGLQWKHFRXUVHVWKH\DUHWDXJKW¶>LELGS@(YHQVRDQHPHUJLQJYLVLRQRI
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assessment is that of a dynamic process that continuously assists to check and counter balance 
information about student progress toward the perceived achievement of learning goals. 
 
&RQYHUVHO\KRZHYHU+DUOHQ>@DUJXHV µZKHQ WHVWLQJ LV LQIOXHQFLQJZKDWJRHVRQ LQ WKH
classroomOLWWOHXVHLVPDGHRIIRUPDWLYHDVVHVVPHQWWRKHOSOHDUQLQJ¶>S@It is postulated 
therefore, that the current reform movement in educational assessment tries to engage with 
learners and forces teachers to take cognisance of affects of assessment more broadly than 
EHLQJDPHDQVWRDQHQGDQGµ--XVLQJWHVWUHVXOWVWRDVVLJQJUDGHVDQGUDQNVWXGHQWV¶>*DUILHOG
S@$VVXFK+DUOHQ>@ZDUQVµLWWDNHVDJRRGGHDORIVXSSRUW- and courage- for 
teachers to turn round their practices from being test-oriented to being learning-RULHQWHG¶
[p.210]. 
 
However, Black and Atkin [1996] espouse that assessment is multiple and that it intervenes in 
the educational system in many ways, especially summative assessment.  Importantly, Black 
and Atkin [ibid] argue that, it is misleading to speak of 'assessment' in the singular, but rather 
look at it as a product influenced by many variables and a uniform activity perfectly 
FRQWUROODEOHE\DVLQJOHPHDQV)RU%URZQ>@µSXUSRVHVRIDVVHVVPHQWDUHLQWHUFRQQHcted 
to summative and formative assessment, and that summative assessment contributes to the final 
PDUNV¶>S@%URZQ>@SRVWXODWHV 
Key principles of effective assessment and the common weaknesses of assessment 
systems are primarily concerned with linkages between outcomes, the design of 
assessment tasks, criteria, marking procedures and feedback [p. 2]. 
 
Further to this argument, Brown [ibid] notes a number of key principles of assessment that 
educators need to take cognisance of and argues the following: 
x Assessment shapes learning so if you want to change learning then change the 
assessment method;  
x match the assessment tasks to the learning outcomes;  
x match the criteria to the task and learning outcomes;  
x keep the criteria simple;  
x be fair, reliable and valid in your marking;  
x Provide meaningful, timely feedback. [Brown 2001] 
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However, Garfield [1994] conversely suggests that assessment:  
 
--is often a final verdict: it can determine categorical decisions about students or 
sanctions upon them; and it often shapes the judgments of parents, teachers and policy-
makers. It links the world of learning with the society outside. The positive or negative 
value that it attaches to a young person may be hard ever to alter. There is no such thing 
as simple assessment of a student's practice of a discipline, or of a student's acquisition of 
knowledge in a discipline, or even of a student's awareness of acquiring such knowledge. 
It has to embrace the whole work of learning and it has to relate to the whole work of 
teaching, and then to assess the effectiveness of this combined work. [p.4]  
 
Nevertheless, Garfield [ibid] discusses efforts being made by all stake holders to take stock of 
JDLQVDFKLHYHG LQ WKHDVVHVVPHQW ILHOGVDQGDUJXHV µWKHUHKDYHEHHQHIIRUWV Ln the revival of 
LQWHUHVW LQ WKHPHFKDQLVPVE\ZKLFKVWXGHQWV¶DIIHFWLYHUHVSRQVHV WR OHDUQLQJ WDVNVPRGHUDWH
NQRZOHGJHDFTXLVLWLRQDQGVNLOOGHYHORSPHQW¶>S@ 
 
By taking cognizance of the emphasis placed on levels of academic achievements in schools, it 
becomes clear that the manner by which students assimilate knowledge through the learning 
process and ways and means they are assessed has become a world wide primary concern for 
many educationists and policymakers alike.  Years of increased testing and sometimes, 
FRQVHTXHQFHVRISRRU WHVW VFRUHV >HJ*6&(DQG µ$¶ OHYHO UHVXOWV LQ(QJODQGDQG:DOHV LQ
2004]- many educators have begun to critically look at the machinery /measures put in place to 
PRQLWRUVWXGHQWV¶SHUIRUPDQFHVDQGHYDOXDWHOHDUQLQJSURJUams.   
3.4. Why Undertake Assessment? 
There are a number of worthy reasons why it is imperative that assessment is carried out, some 
of which are listed below.  These were derived from Angelo, [1991]; Ysseldyke, [1995]; 
Chickering and Gamson, [1987] published works. 
x Steps can be taken to provide appropriate help and support before any difficulties 
that are present become more compounded by feelings of anxiety and sense of 
failure.  Where the difficulties are mild, early interventions may largely overcome 
the problem, while in more severe cases; the sooner the pupil receives help, and the 
more effective that help is likely to prove. 
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x The Assistant Master and Mistresses Association cited by Pumfrey and Reason 
[2001, p. 235], postulate that, because these pupils¶ ZHDNQHVVHV DUH VRPHWLPHV
matched by strengths in other areas of learning, it is easy for their difficulties to be 
overlooked.  They may be thought as being lazy, or lacking in perseverance.  
x Assessment and identification could lead directly to more widespread access to the 
range of sources. 
x To prevent an accumulation of learning difficulties, emotional and behavioural 
difficulties by overcoming learning apathy and lack of motivation. 
x So that pupils receive the appropriate teaching and additional support required for 
those in difficult circumstances.  
x Those found to be with greater difficulties will be withdrawn to a unit for small 
group teaching at a school that makes special provision, where skill development is 
directly related to curriculum load. 
 
From the list of reasons for carrying out assessment above, the critical question that arises is, 
µLV WKH DVVHVVPHQW JHQXLQHO\ XVHG WR UHIOHFW RQ WHDFKLQJ RU GRHV LW FRQVWUXFW SXSLOV¶
GHILFLHQFLHV"¶  7KH DQVZHU WR WKLV TXHVWLRQ LV QRW FOHDU-cut as there is evidence for either 
argument. 
 
However, Angelo [1991] argues firstly that assessment is what educators can do in order to 
demonstrate to themselves that they actually do what they say they do and that it is our source 
of in-process feedback.  As opposed to grades, assessment decomposes the curriculum [or an 
assignment, class, or course] into component parts and makes those parts visible.  Secondly, 
assessment satisfies the demands for accountability by external agencies.  Angelo [ibid] further 
contends that assessment is non-judgmental in the sense that it focuses on learning, which is 
the outcome of many influences, including teaching style, student motivation, and time on task, 
VWXG\LQWHQVLW\DQGEDFNJURXQGNQRZOHGJH&RQYHUVHO\(FFOHVWRQH>@DUJXHVµWhe design 
of assessment system and their implementation are profoundly political and social in 
XQGHUO\LQJ SXUSRVHV WUHQGV DQG HIIHFWV¶ >S@  )URP WKLV DUJXPHQW LW LV HYLGHQW WKHUHIRUH
that, no one element can be reasonably singled out for praise or blame for a particular learning 
outcome as postulated by Angelo, [1991].  For McGivney [2003] Education is a very 
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expensive commodity which demands that those who provide it realise that there are obstacles 
that hold some pupils back.  Conversely, child [200@ DUJXHV µLQFRQVLVWHQF\ LQ H[SHFWDWLRQV
and demands of parents and teachers can give rise to disturbing and insecure feelings among 
FKLOGUHQ¶ >S@  ,W IROORZV WKHUHIRUH WKDW WHDFKHUV QHHG WR VWULNH D EDODQFH EHWZHHQ SXSLOV¶
motivation and the need for achievement and affiliation to provide a coherent background.  
 
Therefore, given the immense costs of education, if learning institutions do not use assessment 
to provide accountability, then it will be very difficult for them to be judged by the public.  To 
provide the much sought answers, the incumbent government uses objective- type test 
assessment [such as the multiple-choice examinations] and continuous assessment, orals and 
practicals.  At this juncture, I will discuss some of the assessment regimes that are in place in 
English and Welsh schools, such as grade-related criteria and the Standard Assessment Tasks 
[SATs] which include rating scales and checklists.  
3.5.0 Types of Assessment Regimes 
There are several ways to gather assessment information and it is often recommended that 
PXOWLSOHPHWKRGVEHXVHG WRSURYLGH D ULFKHU DQGPRUH FRPSOHWH UHSUHVHQWDWLRQRI VWXGHQWV¶
learning.  As Garfield [1994] argues: 
 
What all types of assessment have in common is that, they consist of a situation, task, or 
questions; a student response; an interpretation [by the teacher or one who reviews the 
assessment information]; an assignment of meaning to the interpretation; and reporting and 
recording of results. [p. 5] 
 
Even so, the selection of appropriate assessment methods and instruments depend as suggested 
by [Garfield 1994; Brown 2001] on the purpose of the assessment: why the information is 
being gathered and how it will be used.  Garfield [1994] argues that if the purpose of a 
particular assessment activity was to determine how well students learnt some important 
concepts or skills, a different instrument or approach would ideally be used than if the purpose 
was to provide quick feedback to students so that they could review material on a particular 
topic. 
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To have a better understanding of assessment regimes currently in use in English and Welsh 
schools, a summary table will be used followed by discussions on identified assessment models 
as follows.   
 
FIGURE 3.1. A TABLE TO SUMMARISE TYPES OF ASSESSMENT REGIMES 
 
TYPES OF 
ASSESSMENT 
IMPACT ON LEARNERS IMPACT ON INSTITUTION 
formative or 
diagnostic   
-encourages critical reflection and engagement 
with problems in subject disciplines and in 
social and occupationally related problems. 
-offers learners oral and written µFULWLFDO
FRQYHUVDWLRQV¶ 
-critical and responsive learning through 
reflection.  
-radical transformation 
-support teachers in continuing 
professional development. 
-valuing all learners. 
classroom 
assessment 
-learners receive continuous assessment and are 
integrated into the learning cycle ±that is 
providing the basis for planning and monitoring 
own progress. 
-receive feedback on teaching and helps 
learners to set new targets.   
-provides students with information and 
insights needed to improve learning 
effectiveness.   
-encourages students to view mistakes as 
valuable learning opportunities. 
-learner efforts are used to assessing own 
learning. 
-promote learning autonomy. 
- ZLGHQVWXGHQWV¶VFRSHWRWDNH
greater learning independence. 
-build social capital for teachers 
[learning, working, supporting 
and working together]. 
- increased inquiry and 
cooperation between staff. 
  
norm-
referenced 
assessment 
-students are expected to score highly. -performance orientation; assist 
learners to comply with 
performance goals.    
 
criterion 
referenced 
assessment 
outcome-based 
systems 
-FODLPWRHQFRXUDJHOHDUQHUV¶SRWHQWLDOV 
-promotes learner autonomy. 
-gives learners access to outcomes and criteria. 
-encourages learners to engage more actively 
with assessment. 
  
-makes teachers and institutions 
to be more accountable to 
learners  
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On the contrary Brown [2001] contends that assessment defines what students regard as 
important, how they spend their time and how they come to see themselves as students.  Brown 
further argueV µLW LV DPDMRUFRQFHUQRI WKRVHZKR OHDUQ WKRVHZKR WHDFKDQG WKRVHZKRDUH
UHVSRQVLEOHIRUWKHGHYHORSPHQWRIDVVHVVPHQW¶>S@ 
3.5.1. Formative / Assessment for Learning 
$VVHVVPHQW IRU OHDUQLQJIRUPDWLYH DVVHVVPHQW LV GHILQHG E\ 2(&' >@ DV µIUHquent, 
interactive assessments of student progress and understanding to identify learning needs and 
DGMXVWWHDFKLQJDSSURSULDWHO\¶>S@7KHNH\LQJUHGLHQWVRIDVVHVVPHQWIRUOHDUQLQJLQFOXGH
peer and self assessment, feedback to support learning and effective questioning [Gardner 
2006].  However, Gardner [2006] argues that there are differences between Assessment 
Reform Group [ARG] [2002a] definition [of assessment for learning/formative assessment] 
that emphasises the use of assessment information by the learners and the OECD definition 
which stresses the adjusting of teaching in light of the assessment.   
 
the QCA [2004] put forward the argument that, the balance that any teacher strikes between 
$VVHVVPHQW IRU/HDUQLQJ >$I/@DQGSXSLOV¶ LQGLYLGXDOLVP appears to be a matter of personal 
choice and of the impact of external influences, including national educational policies, and not 
one that is necessarily grounded in the current state of knowledge about the nature of learning 
and assessment and how this is best applied in schools/colleges.  This means that: what, how 
and when the individual child is taught is left at the digression of the individual teachers 
however biased.   
 
Conversely, Black and William [1998] identified the need to ensure appropriate teacher 
development as crucial to the success of [AfL].  Students too need to acquire assessment skills 
[specifically group] in areas such as verbal expression, sensitivity, turn-talking and listening.  
 
For Pajares [1992], teachers are generally influenced by their beliefs, which in turn influence 
the way they teach, or closely linked to their values or views of the world and to their 
conceptions.  These have a greater influence on the way they plan their lessons or the kinds of 
decisions they make on general classroom practice.  It is in this light and having looked at the 
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mechanics involved in the assessment for learning that I wonder: How may formal and 
informal assessment impact upon the self-esteem of pupils with borderline learning difficulties 
learning in mixed ability classes?  Even if, teachers are able to identify these pupils, does it 
follow that they are sure about how to support them? 
 
As the introduction of decentralized continuous assessment in learning has led to the 
introduction of new and varied learning and assessment strategies, there is need to evaluate 
their effects on pupils.  On the surface, there seem to be some deficiencies in the support which 
might involve individual Education Plans [IEPs] as well as in the target settings and making 
classrooms generally friendly to such pupils.  For instance, despite the notable support for the 
XVHRIVFKRROOHDYHUV¶SRUWIROLRVLQ(QJODQGDQG:DOHVVFKRROVLWFDQEHDUJXHGWKDWQRWPXFK
is known about the effects of this kind of assessment on VWXGHQWV¶OHDUQLQJPRUHVRIRUWKRVH
children with learning difficulties and language deficiencies, learning in mixed ability classes.  
For instance, it has been suggested that children with dyslexia may have difficulty with the 
metacognitive aspects of learning [Turmer and Chapman 1996], which implies that they need 
to be shown how to learn, the connections and relationships between different learning tasks 
which essentially mean that the emphasis should not be on the assessment for learning but the 
process of it which calls for their thinking skills to be improved.   
 
In light of the general observations by Pumfrey and Reason [2005] who argue that 1 in 3 boys 
DQGLQJLUOVDUHG\VOH[LFKRZWKHQGRHVWKHWHDFKHULPSURYHWKHVHSXSLOV¶SRWHQWLDOVLQVD\, 
thinking skills, meta-cognition, encourage them to participate in class debates, discussions and 
group work if a good number of them have language and learning deficiencies and there are 
league table issues to contend with?  This will surely pose some challenges that might include 
other aspects such as culture shocks for these pupils and loss of self-esteem. 
 
%DLU>S@VD\VWKDWµLPSOHPHQWDWLRQZLWKRXW)RUPDWLYH$VVHVVPHQWLVOLNHWU\LQJWR
QHJRWLDWH D PLQH ILHOG EOLQGIROGHG¶  )RUPDWLYH DVVHVVPent can easily involve one or more 
assessment activities.  It treats pupils differently there by according both the teacher and the 
pupil a chance to plan their plan of action that is acceptable to the two parties.  It in co-operates 
diagnostic assessment which brings out the salient aspects in teaching/ learning situations.  The 
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teacher and student become active participants in the assessment process and they all benefit 
from the exercise.  Finally, formative assessment has far less problems than those presented by 
criterion referencing.  Rudd and Davis [2001] argue that Formative assessment prevents 
incorrect and surface interpretations.  They assert that it permits feedback and corrective action 
if performance is sub optimal and suggestions for improvement.  They also reiterate that 
comments from teachers /assessors should benefit students and should set a dialogue between 
WHDFKHU DQG OHDUQHU  µ6HOI HYDOXDWLRQQRZVLWV DORQJVLGHDQGKDVEHHQHPEUDFHGE\H[WHUQDO
inspection as a major mechanism for monitoring and raising standards of achievements in 
VFKRROV¶>LELG@ 
 
 By contrast, formative assessment does not give normative information, [for instance, whether 
a pupil can manage what is normally managed at that age or not].  There are possibilities that 
the method may restrict assessment to skills for which criteria may easily be staged depending 
on what criteria are formatively assessed and how data is used.  Reliability of this formative 
assessment is typically unknown and choice of items may be arbitrary and misleading.  It 
therefore seems incredibly difficult to strike a balance between Formative and Summative 
assessments.  For example, Denvir [1987] cited by Murphy and Moon [1989] draws a battle 
OLQHE\HTXDWLQJWKHGLDJQRVWLFDVVHVVPHQWWRWKHµFXSDQG MXJ¶WKHRU\>ZKLFKDVVXPHVWKDWWKH
FKLOG¶V KHDG LV DQ HPSW\ YHVVHO WKDW QHHGV WR EH ILOOHG ZLWK NQRZOHGJH IURP WKH MXJ ZKLFK
happens to be an adult/teacher].  This is in total contrast to Harrison [1989] contention of the 
diagnostic testing.  Surely, for any meaningful teaching/learning to take place, the teacher 
should be aware of the difficulties, strengths and the level at which the struggling pupil is 
operating.  This information would form the basis for learning and can only be obtained 
through diagnostic testing.  
 
However, on the contrary Harlen [2001] reports that, the Assessment Reform Group [ARG] 
PHPEHUV µKDYH IRU VRPH WLPHEHHQFRQFHUQHG WKDW VRPHSROLFLHVDQGSUDFWLFHV LQ UHODWLRQ WR
Summative assessment may not only be preventing greater attention to assessment for learning 
DQGPD\KDYHXQZDQWHGHIIHFWVRQSXSLO¶VPRWLYDWLRQIRUOHDUQLQJ>S@7KHUHIRUHLWLVZRUWK
noting that, assessment should be supporting learning rather than cause tensions in the learning 
processes.   
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As a motivational gesture, there is need to set up deliberate biasness towards reporting 
individual achievements and these should be reflected in the final assessment as well as 
satisfying demands for the public accountability.  Rowntree [1988.] observed that, 
Despite many assumptions to the contrary, assessment is not the same thing as grading or 
marking.  Just as tests and examinations are possible means of assessment so grades and 
marks are possible outcomes. Assessment should also be necessary pre-condition for 
diagnoVWLF DSSUDLVDO DVFHUWDLQLQJ WKH VWXGHQW¶V VWUHQJWKV DQGZHDNQHVV DQG LGHQWLI\KLV
emerging needs and interests.  In truth it is the practice of diagnostic appraisal [not 
grading that enables us to claim we are teaching [p. 4]. 
 
By and large, it follows therefore that National curriculum ought to inculcate the idea of 
authentic assessment as proposed by Funderstanding [2001].  This will induce the need for 
schemes of work that emphasise the need to identify clearly the objectives of a lesson.  Under 
this assessment, it would be mandatory to share the objectives of the lessons with the pupils in 
their learning making teachers accountable for the short comings for their teaching methods.  
The teachers would be required to explain clearly the reason for the lesson activities in terms of 
the learning objectives, share the assessment criteria and help pupils understand their failures 
and achievements.  This stands attempts to show pupils that learning is a democratic process 
and is not a hide and seeks game.  As Crooks [1988] argues that pupils will have to be shown 
how to use assessment criteria to assess their own learning.  This would, [I hope] create a sense 
RIEHORQJLQJLQFKLOGUHQ¶VHGXFDWLRQDVSRVWXODWHGE\+DUOHQ>@ 
 
Nevertheless, the QCA [2001] is advocating for Assessment for learning, which they assert to 
involve classroom assessment to improve learning.  It differs from Assessment of learning that 
PHDVXUHVZKDW WKH OHDUQHUVNQRZRUFDQGR 0XFKUHFHQW UHVHDUFKE\4&$>LELG@µLQGLFDWHV
that effectiYHIRUPDWLYHDVVHVVPHQWLVDNH\IDFWRULQUDLVLQJSXSLOV¶VWDQGDUGVRIDFKLHYHPHQW¶
Central to Assessment for learning is that it: 
x is embedded in the teaching and learning process of which it is an essential part; 
x shares learning goals with pupils; 
x helps pupils to know and to recognize the standards to aim for; 
x provides feedback which leads pupils to identify what they should do next to improve; 
x has a commitment that every pupil can improve; 
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x Involves both the teacher and pupils reviewing and reflecting oQSXSLOV¶SHUIRUPDQFHDQG
progress.  
x Involves pupils in self-assessment. 
 
HaUJUHDYHV >@ VXPV LWXSZKHQKHVXJJHVWV WKDW µUHSRUWV VKRXOGSURYLGHFRPPHQWDU\RQ
SXSLOV¶SHUIRUPDQFHLQODVW\HDUV¶WHVWVDQGKLJKOLJKWLPSOLFDWLRQVIRUWHDFKLQJDQGOHDUQLQJ.  
 
However, it should suffice to say that, change in one part of a system has a significant bearing 
in all parts of that system. Therefore, when educational reforms are developed, it should be 
considered important to carry out feasibility research on how different parts of the system will 
interact as suggested by Harlen and James [1996].  Research on this view of reform, termed 
µV\VWHPLFUHVHDUFK¶FRQGXFWHGE\+DUOHQDQG-DPHV>@FRQVLGHUVWKHWHDFKHUDQGWHDFKHU
development to be a significant factor since the teacher is at the centre of and mediates the 
systemic change.  Bearing in mind that any changes that will effect change may also alter the 
SXSLOV¶ IXWXUH IRU HYHU LQVLJKWV LQWR DSSURSULDWH LQWHUYHQWLRQV QHHG WR EH LPSOHPHQWHG
gradually through empirical studies where the many variables can be explored.   According to 
Harlen and James [1996], this review assumes that the importantance of education and 
schooling is to bring about learning with understanding [learning with an interpretative process 
or deep learning], that may be deemed life long learning. 
3.5.2. Summative Assessment 
Summative and evaluation are outcome or achievement oriented whereas informative and 
diagnostic are concerned with learning.  The Summative assessment is good for evaluation, 
selection, and curriculum control and for having an overview of accumulated knowledge for 
certification purpose.  Therefore, as argued by Harlen [2001], it is indisputable that, used as 
6XPPDWLYHDVVHVVPHQWµLQWKHIRUPRIWHVWVDQGH[DPLQDWLRQVLWLVDNH\VRXUFHRIPRWLYDWLRQ¶
[p.1]. This notion is based on the premise that there has been gradual increases in test scores 
yearly in England and in some states in USA [Harlen, ibid].  On the contrary, sceptics such as 
Koretz, [1998]; Linn, [2000]; Kohn, [2000], all beg to differ as they attribute the successes to 
DW OHDVW µWR JUHDWHU IDPLOLDULW\ RI WHDFKHUV DQG SXSLOV ZLWK WKH WHVWV UDWKHU WKDQ LQFUHDVLQJ
learning [p.3].  This too has led other critics such as Madaus et al., [1992] to suggest that the 
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ripple effects of test motivation exacerbates the gap between higher and lower achieving pupils 
as it turns to widen the gap.  
 
Ironically, a more recent article in the Metro dated [16/03/07] read: 
A-Level and GCSE, exams have become too easy, the Government¶VH[DPVZDWFKGRJ
GHFODUHG WRGD\¶  6WDQGDUG LQ (QJOLVK PXVLF DQG SV\FKRORJ\ KDYH IDOOHQ LQ UHFHQW
years, according to the Qualifications and Curriculum Authority.  The questions were 
predictable and pupils were allowed to gain better grades while doing less work, the 
ZDWFKGRJFODLPHG¶>WKH0HWUR@ 
 
As can be noted, Summative assessment has so many disadvantages that could lead to abuses.  
It has detrimental effects on those who judge themselves as unlikely to be good enough.  There 
are high chances of pre-mature surrender as the candidate sees it as a sheer waste of time to 
pursue something he/she will never achieve.  The likelihood of the system serving the interest 
of the selectors and not the learner are high.  Because of this, the minority who may highjack 
the cause and needs of the majority may affect curriculum choices for all.  If Summative 
assessment becomes the norm, it may serve only the interests of teachers and schools rather 
than the learning needs of children.  It could also have a telling effect or influence on those not 
selected for the benefit offered by the purpose of the assessment.  This could lead to poor 
motivation and disengagement from teaching/ learning tasks.  Because of these weaknesses, 
abuses such as teaching to the test [Ecclestone 2003], taking scores too literally, and 
misunderstanding the meaning of the scores become the order of assessment.  Comparing these 
scores obtained on different tests could lead to measuring different skills there by making 
standardisation different and meaningless.   
 
On the contrary, more recent research by QCA [2001] contend that Summative evaluation is 
used by teachers to find out what changes they might make to teaching methods and styles, 
course organisation, context and instructional activities in order to improve the teaching 
process.  Summative evaluation is not only done after production or completion of a phase. It is 
typically about comparative measurements done to assist decisions of its use, for example, 
what people think about it, what is learned etc [ibid].  
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3.5.3. Classroom Assessment 
Classroom assessment is one method used by learning institutions for collecting feedback early 
and often, on how well students are learning what they are being taught.  The purpose of 
classroom assessment is to provide learning institutions and students with information and 
insights needed to improve teaching effectiveness and learning quality.  Teachers then use 
feedback gained through Classroom Assessment to inform adjustments in their teaching.  For 
4XHHQVODQG6WXGLHV$XWKRULW\>@>46$@DVVHVVPHQWRXJKWWRµEHFRQWLQXRXVDQGRQJRLQJ
and be integrated into the learning cycle ±that is provide the basis for planning and monitoring 
student progress, providing feedback on teaching and setting neZ WDUJHWV¶>S@  ,GHDOO\
learning institutions should share feedback with students and use it to help them improve their 
learning strategies and study habits in order to become more independent, successful learners.  
Classroom Assessment is one method of inquiry within the framework of Classroom Research, 
a broader approach to improving teaching and learning [Angelo, T.A., 1991]. 
 
However, Chickering and Gamson [1987] espouse that there are mainly seven principles for 
good practice in assessment:  
1. Encourages contact between students and learning institution and teachers 
2. Develops reciprocity and cooperation among students 
3. Encourages active learning 
4. Gives prompt feedback on performance 
5. Emphasizes time on task 
6. Communicates high expectations 
7. Respects diverse talents and ways of learning 
3.5$XWKHQWLFLW\¶,Q$VVHVVPHQW6HOI-Assessment 
2QH RI WKH PDQ\ DVVHVVPHQW PHWKRGV EHLQJ DGYRFDWHG IRU E\ µDVVHVVPHQW IRU OHDUQLQJ¶ LV
authentic assessment.  Authentic assessment requires students to work collaboratively, apply 
learnt skills and concepts to solve real life problems.  Assessment tasks often include ability to 
demonstrate analytic skills, ability to integrate what students have creatively learnt, ability to 
CHAPTER THREE: LITERATURE REVIEWPART TWO: CURRICULUM AND ASSESSMENT 
 103 
work collaboratively, written and oral expression skills.  Wiggins [1993] argues authentic 
assessment is: 
...engaging and worthy problems or questions of importance, in which students must 
use knowledge to fashion performances effectively and creatively. The tasks are either 
replicas of or analogous to the kinds of problems faced by adult citizens and consumers 
or professionals in the field [p. 229]. 
 
As can be appreciated, pupils with language deficiencies will inevitably fail to impress, not 
because they do not understand what is expected of them, but because they lack the necessary 
tool needed to do the task.  The teacher too is trapped as s/he cannot do anything to assist and 
KDV WDUJHWV WR PHHW DQG SUHSDUH IRU WKH FRPLQJ OHDJXH WDEOHV ZLWK ZKLFK WKH VFKRRO¶V
performance will be judged.  
 
Feuerstein [1980] attributes underachievement to lack of proper mediation.  He argues that if 
all adult/child interactions were learning experiences it would narrow the divide between high 
DFKLHYLQJ DQG ORZ DFKLHYLQJ LQGLYLGXDOV  5HFRJQLWLRQ RI WKH LPSRUWDQFH RI µPHGLDWHd 
OHDUQLQJ¶ FDXVHV WHDFKHUV WR PRYH IURP WKH µSURYLGHU RI NQRZOHGJH¶ WR µOHDUQLQJ IDFLOLWDWRU¶
model, as the students become more self-UHJXODWLQJLQGHSHQGHQWDQGFUHDWLYHOHDGLQJWRµVHOI- 
assessment. 
 
1HZPDQQ DQG :HKODJH >@ FODLP WKDW µDXWKHQWLF DVVHVVPHQWV¶ KHOS VWXGHQWV FUHDWH
µGLVFRXUVHSURGXFWVDQGSHUIRUPDQFHVWKDWKDYHYDOXHRUPHDQLQJEH\RQGVXFFHVVLQVFKRRO¶
[p.8], as well as Feuerstein [1980] whose notion and belief is that anyone can become a fully 
HIIHFWLYH OHDUQHU WKDWSHRSOHV¶FRJQLWive structures are infinitely modifiable [i.e. can achieve 
full extent of their learning potential with effective mediation].  However, Wiggins [1989] 
cited by Garfield [2001] argues that the first two of these characteristics as criteria for 
µDXWKHQWLFLW\¶ DVVHVVPHQW VKRXOG EH UHIOHFWLYH RI WKH VFKRODUO\ ZRUN RI SURIHVVLRQDOV RQ WKH
ground and to show active engagement, exploration and inquiry on the part of the student.  The 
argument of authenticity which contends that, it is contextually embedded and rich with 
intellectual opportunity for the participant, intimately paralleled by Dietel et al., [1991].  They 
FRQWHQG WKDW WKHVH DOWHUQDWLYH DVVHVVPHQW UHJLPHV FDOOHG µDXWKHQWLF DVVHVVPHQW¶ RU
performance assessment have incorporated a wide variety of strategies such as open-ended 
questions, exhibits, demonstrations, hands-on execution of experiments, computer simulations, 
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ZULWLQJLQPDQ\GLVFLSOLQHVDQGSRUWIROLRVRIVWXGHQWV¶ZRUNRYHUWLPH$QGVRLWLVDUJXHGE\
many that these terms and assessment strategies have led the quest for more meaningful 
assessment tools that better capture the noteworthy outcomes we anticipate students to achieve 
and counterbalance the kinds of tasks which they will need to accomplish in order to assure 
their future success. 
 
For Ecclestone, [2005], these issues are embedded in motivation to learn whether intrinsic or 
extrinsic [which I believe to be the core of authentic assessment].  Furthermore, Ecclestone 
VXJJHVWVµLQVWHDGRIYLHZLQJPRWLYDWLRQDVDQLQGLYLGXDOFRQFHUQLt is perhaps more helpful to 
regard psychological factors, individual and group learning histories and social conditions as 
HTXDOO\ LQIOXHQWLDO¶ >S@  (FFOHVWRQH >LELG@ DUJXHV WKDW PRWLYDWLRQ DQG DFKLHYHPHQW LQ
formal learning programmes are both affected by:  
x Whether learners attribute achievement to factors outside their control [such as 
innate ability, difficulty with particular tasks and the effects of luck]; 
x Intrinsic factors within their control, such as effort; 
x /HDUQHUV¶SHUFHSWLRQVRIMREDQGVocial prospects in relation to the effort needed to 
succeed in formal learning; and 
x /HDUQHUV¶LGHDVDERXWµDFFHSWDEOH¶EHKDYLRXUZLWKLQOHDUQLQJSURJUDPPH>S@ 
 
&RQYHUVHO\ZKLOHµSHUIRUPDQFH-EDVHGDVVHVVPHQWV¶>DVIXUWKHUDUJXHGE\'LHWHOHWDO@ 
continue to gain support among educators and other stakeholders, many uses of performance 
based assessment suggest competency based models of testing where assessors focus on the 
frequency of certain teaching/learning behaviour but lack the means to address the intricacy of 
WKH WHDFKHU¶V GHFLVLRQ PDNLQJ SURFHVVHV  6HYHUDO VWXGLHV KDYH VXEVHTXHQWO\ KLJKOLJKWHG WKH
distinct role that such factors can play in the learning process [e.g. Mathewson, 1994]; lays 
particular emphasis on those associated with student engagement levels. 
 
Therefore, it can be appreciated that there are many variables involved in underachievement 
HJ IDPLO\ EUHDNGRZQ VFKRROLQJ GLVUXSWHG E\ LOOQHVV RU EORFNV WR WKH LQGLYLGXDO¶V
accessibility to mediation.  The individual may be passive in their approach to the 
environment-receiving information but not actively using or generating information.  Able 
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students may be insufficiently challenged by the learning experiences on offer to them.  Low 
expectation, feeling of inadequacy, low self-belief may result, which may need to be replaced 
by self-confidence and self reliance. 
 
Therefore, learning with understanding is actively understood and internalized by the learner 
and makes sense in terms of a learner's experience of the world.  Learning is not simply a 
collection of isolated facts, which have been memorized. It differs from rote learning in that it 
is linked to previous experience and can be transferred to new situations. What is known and 
understood will therefore, change with new experience and as new ideas and skills are 
presented to help make sense of it.  Harlen and James [1996] characterize learning as: 
x progressively developed in terms of big ideas, skills for living and learning, 
attitudes and values;  
x constructed on the basis of previous ideas and skills;  
x applied to contexts other than those in which it was learned;  
x owned by the learner in the sense that it becomes a fundamental part of the way he 
or she understands the world;  
x simply not ephemeral knowledge that may be memorised for recall in examinations 
and subsequently forgotten. 
There is a further dimension to learning, which is highlighted by the disciplined inquiry 
approach in the England and Wales reviewed by Gipps and MacGilchrist [1999], who note that 
things are easier to learn if they have a meaning to the learner.  Gipps and MacGilchrist [ibid] 
contend that meaning makes learning easier because the learner is aware of the position and 
placement of things in the mental framework and in turn, meaning makes knowledge useful 
because the prose and cones are already part of the understanding.  This is little different to 
9\JRWVN\¶V >@ FRQFHSWRI ]RQHRISUR[LPDOGHYHORSPHQW DQG VNLOIXOPHGLDWLRQ 7KLV LV
incorporated in socio-cultural views of learning where learning is a process of knowledge 
FRQVWUXFWLRQ$V5RXVH>@UHLWHUDWHV(LQVWHLQ¶VPD[LPµOHDUQLQJLVH[SHULHQFHHYHU\WKLQJ
HOVHLV MXVW LQIRUPDWLRQ¶>S@ 5RXVHIXUWKHUDUJXHVµZKDWZHNQRZIHHO OHDUQDQGWKLQNLV
shaped by how we know, feel, learn and thinN¶>LELG@,IWKHIRUHJRLQJVD\LQJVDUHDQ\WKLQJWR
JR E\ WKHQ 9\JRWVN\¶V >@ WKHRU\ RQ KRZ FXOWXUH VKDSHV DQG LPSLQJHV XSRQ SXSLOV¶
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knowledge and future learning is greatly strengthened.  Conversely, Vygotsky [ibid] espouses 
that teaching is not seen as a direct transfer of knowledge but an intervention in a continuous 
knowledge building process.   
 
Other social constructivists such as [Williams and Burden 1997; Watson, 1991] recognise that 
much of learning is of a social nature and focuses on an individual acquiring knowledge-in-
VRFLDO FRQVWUXFW  ,Q FRQJUXHQFH :LOOLDPV DQG %XUGHQ >@ DUJXH µKXPDQLVWLF DSSURDFKHV
HPSKDVLVHWKHLPSRUWDQFHRIWKHLQQHUZRUOGRIWKHOHDUQHUDQGSODFHWKHLQGLYLGXDO¶VWKRXJKWV
feelings and emotions at the fore front RI DOO KXPDQGHYHORSPHQW¶ >S @ 7KHUHIRUH VRFLDO
views of learning see knowledge as a result of total immersion in culture, something cohesive 
DQGKROLVWLFZKLFKWKHQSURYLGHVVFDIIROGLQJIRU ODWHUOHDUQLQJ 9\JRWVN\¶V>@QRWLRQRI
internalised speech is one such example where language and culture have a major roll to play 
LQFRQVWUXFWLQJPHDQLQJLQOHDUQLQJ)RU9\JRWVN\¶V>@QRWLRQZDVEDVHGRQWKHSUHPLVH
that language is a cultural tool that involves mediation and therefore thought is a social activity 
for construction of meaning.  The implications drawn from this theory of learning are that 
emphasis should be placed on dialogue in the classroom and that pupils have potential to 
achieve with support what they may be incapable of doing alone.  Rouse [2001] reminds us 
WKDW µHYHU\ OHDUQLQJVLWXDWLRQGHDOVEDVLFDOO\ZLWK WKHVDPHVWHSV VHQVRU\ LQSXW LQWHJUDWLRQ
assimilation and action.  Sensory motor integration facilitates each step of the process by 
waking up the mind-body system and brLQJLQJLWWROHDUQLQJUHDGLQHVV¶>S@7KLVUHPLQGHULV
important especially when teachers want to administer effective scaffolding.  For this reason, 
9\JRWVN\¶V FRQFHSW RI WKH =RQH RI 3UR[LPDO 'HYHORSPHQW WKDW GHVFULEHV WKLV SRWHQWLDO IRU
learning has bHHQ WDNHQ XS DQG OLQNHG WR WKH LGHD RI WHDFKLQJ DV D SURFHVV RI µVFDIIROGLQJ¶
understanding through skilful mediation.  This would involve mainly two areas of 
consideration: 
x DVVHVVPHQWRIWKHVWXGHQWV¶DELOLWLHVDQGSUREOHPVROYLQJVNLOOV 
x assessment of the teaching strategies 
 
This view of learning recognizes that features such as gender, class and culture help to shape 
our schools, colleges and society.  But the reality is that, more often than not, women, ethnic 
minority groups, and the very poor are seen as located unequally in the social formation and 
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education systems.  Even so, it can be argued that the knowledge they bring and the practices, 
which shape them, are seen as being unequally integrated into teaching and learning.  It should 
be noted that, if learning is a life changing enterprise, teaching and learning ought to include 
not only subject knowledge and practices, but also recognition of broader social relationships.  
 
From this point of view, [as argued by McCarthy and Crichlow, 1993], any concept taught 
must be concerned with what is taught, how it is taught and how it is learned and with the 
nature of knowledge and learning.  Thus, according to Gipps and MacGilchrist [1999], 
µNQRZOHGJH-in-social-FRQVWUXFW¶ FDQ EH VHHQ DV WKH NQRZOHGJH WKDW LV produced, negotiated, 
transformed and realized in the interaction between the teacher, the learner and the knowledge 
itself. Nevertheless, Nuttall [1989] contends that there are significantly interrelated factors that 
affect performance under conditions oIDVVHVVPHQWZKLFKDUH µPRWLYDWLRQ WRGR WKH WDVNDQG
interest in it [influenced by the personal experience and the instructional value of performing 
it; the relationship between the assessor and the individual being assessed and the conditions 
under which the assessment is made; the way in which the task is being presented, the language 
used to describe it and the degree to which it is within the personal experience of the individual 
EHLQJ DVVHVVHG >S@  6HHPLQJO\ 1XWWDOO¶V >LELG@ SHUVSHFWLYH LV WKDW LQ UHDOLW\ SXSLOV¶
competencies are modified by numerous factors such as assessment cues, feelings and 
expectations.   
 
It is with these arguments in mind that one wonders how the current assessment regimes 
accommodate all pupils and their individualisms.  With this view in mind, it seems appropriate 
to explore efforts being made towards achieving this goal.  
 
To promote effective learning, Harlen and James [1996] argue that what is needed are learning 
experiences that: 
x are well matched to the existing point of development of the ideas, skills, attitudes 
and values;  
x have continuity with, and build on, previous experience;  
x relate to current interests and experience;  
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x are perceived by learners as relevant, important, stimulating and valued for 
themselves, rather than simply for their usefulness in passing tests and 
examinations. 
3.5.5. Norm-Referenced Assessment 
-RQHV DQG %UD\ >@ DUJXHG WKDW µDVVHVVPHQW ZKLFK LV QRUP-referenced is widely used in 
VFKRROV DQG LQ SXEOLF H[DPLQDWLRQV¶ >S@  $FFRUGLQJ WR Child [2001] norm-referenced 
WHVWLQJ µHPSOR\V WKHGLVWULEXWLRQRI VFRUHV IRU HDFK DJH JURXSXVLQJ UHSUHVHQWDWLYH VDPSOHV
DQGWKH\DUHWKHQUHVFDOHGXVLQJDFRQYHQLHQWPHDQDQGVWDQGDUGGHYLDWLRQµ,WFRPSDUHVWKH
performance of an individual with that RI D UHSUHVHQWDWLYH JURXS IURP ZKLFK µQRUPV¶ RI
SHUIRUPDQFHKDYHEHHQGHULYHG¶>S@,QWHUHVWLQJO\&KLOG>LELG@DUJXHV 
The distribution of the scores on either side of the mean is then usually manipulated so 
that about 70 % of the scores fall within the range from 85 to 115 [i.e. 15 points on 
either side of the newly created mean] will tail], «the distribution of scores on either 
side of the mean will tail off in a regular and symmetrical fashion [ibid].  
 
As can be appreciated, one striking feature of norm-referenced measure system can dampen 
RQH¶V HIIRUW LI KLVKHU HIIRUWV FRXQW IRU OLWWOHEHFDXVH VFRUHVKDYHEHHQ PDQLSXODWHG >ZKHWKHU
based on raw score or on value added measure.  Why, because the rules of the normal 
distribution, the curve, the grDSKVKRXOGEHREVHUYHG%XWLVWKLVWKHWUXWKDERXWRQH¶VHIIRUW"
It is evident however that those less gifted individuals will be frustrated by the system in the 
interest of the so-FDOOHGµQRUPDOGLVWULEXWLRQJUDSK¶ 
 
Conversely, Asby and Sainsbury [2001] argue that the England and Wales National tests are 
intended to give information to teachers, for use in planning teaching and learning, to the 
Government, Local Authorities [LEAs] and the public in general about standards in education 
nationally and locally.  Asby and Sainsbury [ibid] however, do not discuss how this 
LQIRUPDWLRQKHOSV WHDFKHUV WRSODQSXSLOV¶ZRUN 1HYHUWKHOHVV WKH\ >LELG@ IXUWKHU DUJXH WKDW
there is a strong accountability purpose underlying the testing system and point out that 
since1997; Key stage 2 results have had an even higher profile, in that they are used to measure 
SURJUHVV WRZDUGV WKH *RYHUQPHQW¶V WDUJHWV LQ OLWHUDF\ DQG QXPHUDF\  $QG DOVR DVVHUW WKDW
norm-referenced assessment is a screening device, separating sheep from goats, for finding out 
who is good, bad or indifferent by comparing them with others.  Ysseldyke, [1995] concurs:  
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:KHQ D ODUJH GRPDLQ LV DVVHVVHG D VWXGHQW¶V SHUIRUPDQFH LV W\SLFDOO\ LQWHUSUHWHG E\
comparing it to performances of a group of subjects of known demographic 
characteristics [Age, sex, grade in school and so on] [p.107]. 
 
It follows therefore that norm- referenced tests are for comparing pupils in classes or school 
ZLWKQRUPVRIWKHLUDJHDQGIRUPHDVXULQJSURJUHVV $QGWKXVµQRUP- referencing has to do 
ZLWKGLVFULPLQDWLQJEHWZHHQLQGLYLGXDOVLQDJURXSE\FRPSDULQJDOOWKHLUVFRUHV¶&KLOG
[p. 250].  Importantly however, Child, [ibid] argues that these tests are not really designed to 
DQVZHUTXHVWLRQVDERXW WKHFKLOG¶V OHYHORISHUIRUPance in a particular task or to help in the 
diagnosis of performance. 
 
For Ecclestone, [2002] norm-referenced systems-µEDVHGRQ WKHHQGXULQJ LGHD LQ WKH8. WKDW
assessment must select those learners with innate ability for limited places in education and 
good jobs [p.2].  The idea of the normal distribution/ normal curve on a graph will assist to 
VKDGHOLJKWRQWKHDUJXPHQW1RUPDOFXUYHµDGLVWULEXWLRQRIHYHQWVRFFXUULQJUDQGRPO\ZLWK
the largest single number of cases at the mean, large numbers of cases close to the mean, and 
SURJUHVVLYHO\IHZHUFDVHVDVZHPRYHIXUWKHUDZD\IURPWKHPHDQ¶>-XSSS@ 
 
Nonetheless, Child, [2001] argues:  
..the fact is that, there is no right way of drawing a graph, you scale it so that it makes 
the point you want to make...treat the graphic presentations you come across in 
published reports as illustrations of points, not as proof of them; the proof-if proof is 
possible-OLHVLQWKHGDWDWKHPVHOYHVQRWLQKRZWKH\DUHGUDZQ¶>S@ 
 
This assessment system is very subjective in that it punishes the low achievers.  What this 
entails is that, if the initiator of the test anticipates a certain percentage to pass a particular test, 
the results will be manipulated to reflect that desire.   
3.5.6. Criterion- Referenced 
On the other hand, criterion referenced or outcome±EDVHG DVVHVVPHQW WHVWV µDUH SULPDULO\
GHVLJQHG WR DVVHVV WKH VSHFLILF VNLOOV D SXSLO KDV¶ ><VVHOGDOH  S @  ,W LV XVHIXO LQ
determining those skills the pupil does not have, and to relate the assessment to curricular 
content.  In other words, criterion-referenced assessment is tied to instructional objectives and 
LQGLYLGXDO LWHPV DUH GHVLJQHG WR DVVHVV PDVWHU\ RI VSHFLILF REMHFWLYHV  )URP <VVHOGDOH¶V
[1995] argument, one can safely assume that, criterion-referenced tests are concerned with 
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measuring how much pupils have learnt.  This assists the teacher to evaluate his/her teaching 
objectives and to diagnose difficulties.  As such, teachers can use these assessment strategies to 
formulate teaching programs.  Therefore when assessing, assessors should be clear as to why 
they are assessing.  Conversely, Ecclestone, [2005] argues that, supporters of criterion or 
outcome-based assessment argue that it: 
x Is democratic and motivating because it publicly defines outcomes and criteria for 
assessing achievement; 
x Enables learners and teachers to negotiate learning process and evidence that might 
compromise achievement and progress; 
x Promotes learner autonomy in the form of choice over assessment activities and 
processes; 
x Makes standards of assessment more valid and authentic by specifying the outcome 
and criteria that comprise the required knowledge, skills and attributes; and 
x Offers a basis for merging vocational and academic pathways and credit based 
qualifications [p.90]. 
 
However, the results of criterion-referenced tests can then be used in a Summative way to 
evaluate individual teacher and school performance, as in the publication of school league 
WDEOHV EXLOG µLPDJHV RI LQGLYLGXDO OHDUQLQJ WDUJHWV SURcesses and activities and evidence of 
DFKLHYHPHQW¶>(FFOHVWRQHS@ 
3.4.  
3.6. Valid Assessment and Reliable Assessment 
In the light of problems with valid and reliable assessment, some argue that assessment should 
IRFXVRQWKHSXSLOV¶HPRWLRQDOand affective aspects as well.  This may entail paying particular 
interest is the concept of test validity that captures these essential characteristics and the extent 
to which an assessment actually measures what it is intended to measure, and permits 
appropriate generalizations about students' skills and abilities.  It is envisaged that, good 
assessment ought to give feedback to students about their learning and progress; as well as give 
feedback to teachers about the effectiveness of their teaching and curriculum planning. 
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It follows therefore that, good assessment information should provide accurate estimates of 
VWXGHQWV¶ SHUIRUPDQFH VR DV WR SURYLGH WHDFKHUV RU RWKHU GHFLVLRQ PDNHUV ZLWK DSSURSULDWH
information to make learned decisions.  Harlen [2004] postulates that, according pupils with 
opportunities to realize their accomplishments and to recognize shortcomings, but keeping 
ZLWKLQ VLJKW RI WKH IDFW WKDW DVVHVVPHQW PD\ LQIOXHQFH VWXGHQWV¶ OHDUQLQJ LQ D SRVLWLYH RU
negative way is a starting point.   
 
Nonetheless, by focusing on more subtle cognitive behavioural and emotional display of 
student engagement in specific learning tasks, behaviourists Skinner and Belmont [1993] 
GLVFXVV µHQJDJHPHQW DQG GLVDIIHFWLRQ¶ LQ VFKRRO DQG UHIHU WR WKH LQWHQVLW\ DQG emotional 
TXDOLW\RIFKLOGUHQ¶V involvement in initiating and carrying out learning activities. They assert 
that: 
Children who are engaged show sustained behavioural involvement in learning activities 
accompanied by a positive emotional tone.  They select tasks at the border of their 
competencies, initiate action when given the opportunity, and exert intense effort and 
concentration in the implementation of learning tasks; they show generally positive 
emotions during ongoing action, including enthusiasm, optimism, curiosity, and interest. 
[Skinner and Belmont 1993, p. 572] 
However, on the negative side, Skinner and Belmont [1993, p. 572] also discuss the opposite of 
HQJDJHPHQWNQRZQDVµGLVDIIHFWLRQ¶7KH\DUJXHWKDWGLVDIIHFWHGFKLOGUHQDUHSDVVLYHGRnot 
try hard, and give up easily in the face of challenges, as they, [children] can be bored, feel 
depressed, anxious, or even angry about their presence in the classroom; they can be 
withdrawn from learning opportunities or even be rebellious towards teachers and classmates.   
In this light, Gougis [1986] contends that, if students feel that the school environment is alien 
and hostile toward them or is not supportive of what or who they are, they will not be able to 
engage with learning as effectively as they might have done if self worth was not an issue.  As 
Gougis argues, it is a little wonder to note that the stress and anxiety that accompany this lack 
of support cause their mental attention, energy, and efforts to be atoned between protecting 
their psyches from attack and attending to academic tasks.  Conversely, Gougis [ibid] warns, 
µVWUHVVDGYHUVHO\DIIHFWVVWXGHQWV
GDLO\DFDGHPLFSHUIRUPDQFHVE\UHGXFLQJWKHLUZLOOLQJQHVVWR
persist at academic tasks and interfering with the cognitive processes invoOYHGLQOHDUQLQJ¶>S
147].  Furthermore, Gougis postulates that, learning is a tough undertaking that works better 
CHAPTER THREE: LITERATURE REVIEWPART TWO: CURRICULUM AND ASSESSMENT 
 112 
when students are made to feel secure and are given an empathetic ear [ibid].  Similarly, Piaget 
and Vygotsky argue, that learning is a search for meaning that is built upon pre-existing 
knowledge and is often realized in a social environment rather than something that simply 
WDNHVSODFHµLQWKHKHDG¶RIWKHLQGLYLGXDO,WIROORZVWKHUHIRUHWKDWDQ\PHDQLQJIXODVVHVVPHQW
covers the totality of learning covering diverse areas.  Assessment for learning is one method 
that has the structure that can cover this kind of assessment requirements.  
3.7. General Issues in the Literature 
From a teacher and remedial tutor standpoint, assessment is dynamic and on going in any 
learning /teaching situations.  As such, educators are concerned with fundamental learning 
experiences of pupils.  Therefore, emphasis is focused on gauging the effectiveness of the 
curriculum in meeting the school and national goals rather than just preparing pupils for exams.  
,WIROORZVWKHUHIRUHWKDWZKHQXVLQJWHVWVWRDVVHVVSXSLOV¶SURJUHVVLWLVFUXFLDOWRKDYHJRRG
correspondence between tests and the curriculum i.e. context and face validity and valuator.  If 
WHDFKHUV¶JRDOs are clear, choosing the mode and purpose of assessment basing on the strengths 
and weaknesses of current procedures will be a lot easier.   
 
µ6LQFH WKH LQIOXHQFH RI WHVWLQJ RQ FXUULFXOXP DQG LQVWUXFWLRQ LV QRZ ZLGHO\ DFNQRZOHGJHG
educators, policymakers, and others are looking up to alternative assessment methods as tools 
IRU HGXFDWLRQDO UHIRUP¶ >'LHWHO HW DO @ 3DUDOOHOLQJ WKLVQRWLRQ*DUILHOG >@ IXUWKHU
contends that the current reform movement in educational assessment encourages teachers to 
WKLQNDERXWDVVHVVPHQWPRUHEURDGO\WKDQµWHVWLQJ¶DQGXVLQJWHVWUHVXOWVWRDVVLJQJUDGHVDQG
rank students.  Even so, the characteristic patterns that emerge from the current regimes of 
assessment are more congruent with teacher competency testing rather than authentic forms of 
assessment, despite the use of cosmetic changes.   
 
In English and Welsh schools, the problem is compounded by the practice of placing schools in 
rank and file order in the form of league tables, what Madaus, [1988]; Harlen, [2004], call 
µKLJK VWDNHV¶ JHQHUDOO\ µDVVRFLDWHG ZLWK WKH VWDWXV RI WKH VFKRRO DQG LQ VRPH FDVHV GLUHFWO\
linked with its financial support or with the salaries of individual teachers [ibid, p. 2]; while for 
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6OHHHWDO>@µLQHGXFDWLRQLQFOXGLQJWHDFKHr education, league tables have been linked to 
WKHIRVWHULQJRIERWKFRPSHWLWLRQDQGDPDUNHWRULHQWDWLRQ¶S@ 
 
However, to achieve these high stakes and accountability, the agents are forced to tighten 
regulations.  It has been argued that by laying emphasis on high stakes and accountability, 
WHDFKHUV¶ SURIHVVLRQDO prudence is being diminished in subtle yet momentous ways.  As 
observed by Hoggett [1996] who argues; 
 
In virtually all sectors operational decentralization has been accompanied by the 
extended development of performance management systems.  Such systems designed 
to both monitor and shape organisational behaviour and encompass a range of 
techniques including performance review, staff appraisal systems, performance related 
pay, scrutinies, so-FDOOHGµTXDOLW\DXGLWV¶FXVWRPHUIHHGEDFNPHFKDQLVPVFRPSDUDWLYH
WDEOHV RI SHUIRUPDQFH LQGLFDWRUV LQFOXGLQJ µOHDJXH WDEOHV¶ FKDUWHU PDUNV FXVWRPHU
charters, quality  standards and total quality management [p. 20]. 
 
However, it can be appreciated though that, high stakes demands are relevant for most part 
only to the more able pupils and schools as they can deliver the demands.  Also, by focusing on 
KLJKVWDNHVYDULDEOHV WKDWDUHSUHGHWHUPLQHGE\SROLF\ WKHVDOLHQFHRI WHDFKHUV¶DQGVFKRROV¶
own constructs are eroded.    
 
It is also interesting to know what impact accountability in high stakes testing have on teachers 
and pupils.  Moreover, Madaus [1988] postulates that the impact of these high stakes tests on 
teachers lead to: 
Cramming; narrows the curriculum; concentrates attention on those skills most amenable 
to testing; constrains the creativity and spontaneity of teachers and students and finally 
demeans the professional judgement of teachers [p.85] 
 
Apart from informing the stakeholders about the performance of their school, the implication 
of such practice names and shames the poorly performing schools with the view of improving 
WKHPDVDUJXHGE\WKHSUHVHQW/DERXUJRYHUQPHQW )RU+DUJUHDYHV>@VXFKµVKDPHDQG
EODPH¶ GLVFRXUVHV JHQHUDWHG Ey successive governments have compelled teachers to operate 
within a culture of guilt.  Conversely, the potential social consequences of and the residue of 
VXFKDFWLRQLVWKDWWHDFKHUVZLOOKDYHDGDXQWLQJWDVNRILGHQWLI\LQJLQGLYLGXDOSXSLOV¶OHDUQLQJ
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needs and matching them to their preferred learning styles and some schools unjustly labelled 
DVµIDLOLQJVFKRROV¶)XUWKHUWRWKLVREVHUYDWLRQ6OHHHWDO>@DUJXH 
 
...in blaming individual schools for below average performance, the reasons for the 
creation of the educational market and the introduction of competition between schools, 
are related and reinforced.  Not only has a culture of blame been created, it has also been 
used as a rationale for the attention or non-allocation of resources [p.22].      
 
,W LV DSSDUHQW WKDW WKRVHZKRDGYRFDWH IRU µKLJK VWDNHV¶ VHHP WR IDLO WR WDNH LQWRDFFRXQW WKH
variances in schools and pupils backgrounds.  How then do pupils, teachers and parents whose 
school has been identified as a failing school feel?  This raises yet another fundamental 
question: are these schools truly failing?  
 
However, it should be noted though that, when teachers and administrators are put under such 
pressure, the tendency is that they are most likely to devote more time preparing students to do 
ZHOO RQ WKH H[DPV µFRDFKLQJ¶ DQG VR LPSURYH WKHLU SRVLWLRQ RQ WKH µFRQWURYHUVLDO¶ OHDJXH
tables.  And Madaus [1988] argues that this teaching to the test is an attempt to restore and 
HQKDQFHWKHFUHGLELOLW\RIWKHSROLF\PDNHUVDQGWKHSXEOLF¶Vconfidence in the system and that 
of the institution.  For Corbett and Wilson [1991], the result of the pressure placed upon 
teachers for their students to perform well on these tests often results in emphasis on low-level 
skills in the classroom.  It is particularly true if standardized tests are also used to measure an 
HGXFDWRU
V WHDFKLQJDELOLW\ RU WKH VFKRRO¶VSHUIRUPDQFH >DV LV WKHFDVHZLWK WKH OHDJXH WDEOHV
issue in England and Wales, today].  It is argued that, with curriculum specialists and 
educational policy-makers alike calling for more attention to higher-level skills, these tests may 
be driving classroom practice in the opposite direction of educational reform.   
 
2Q WKLVQRWH+DUOHQ DQG'HDNLQ&ULFN >@ DUJXH µKLJK VWDNHV WHVWLQJ DQGSXEOication of 
results are associated with teachers adopting a teaching style that favours transmission of 
NQRZOHGJH¶ >S @  +RZHYHU DFFRUGLQJ WR 6OHH HW DO >@ µWR VXJJHVW WKDW WKH SRRU
performance of a minority of the teaching force is a main cause is clearly untenable, but this is 
RQHSHUVSHFWLYHWKDWLVFXUUHQWO\UHFHLYLQJZLGHVXSSRUW¶>S@ 
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,Q XQLVRQ +DUJUHDYHV >@ ZDUQV µDELOLW\ ODEHOV FDUU\ ULFK FRQQRWDWLRQV RI SXSLOV¶ PRUDO
ZRUWK¶>S@+DUJUHDYHVIXUWKHUSRVWXODWHV 
Those who DUH GHVLJQDWHG µEULJKW¶ NQRZ WKDW E\ WKDW YHU\ IDFW WKH\ DUH EHLQJ
FRPSOLPHQWHGDQGFUHGLWHGZLWKDYDOXDEOHDWWULEXWH7KHµOHVVDEOH¶XQGHUVWDQGWKDWWKH\
lack the very quality on which the school sets most scores; a sense of failure tends to 
permeate the whole personality, leaving a residue of powerlessness and hopelessness.  
[Hargreaves 1982, p. 62] 
 
7KH DERYH REVHUYDWLRQ E\ +DUJUHDYHV >LELG@ LV DOVR WUXH RI WHDFKHUV¶ IHHOLQJV ZKHQ WKHLU
VFKRROV DUH ODEHOOHG µIDLOLQJ VFKRROV¶ ZKLFK FRXOG HQG XS µVHWWLQg against each other during 
LQWHUQDOVFKRROHYDOXDWLRQ¶>+DUOHQS@+DUWHWDO>@DUJXHµWKHFRQVHTXHQFHVRI
such irresponsible labelling force some teachers to leave some children behind and maybe 
blame them for the poor showing of the schRRO¶ >S @  $V FDQ EH HQYLVDJHG WKLV LVVXH
technically ceases to be a league table concern only but rather a question of assessment and 
accountability.   
 
Further to Hart et al., [ibid] observation about irresponsible labelling, if something is 
repeatedly claimed to be true even when it is false, the tendency is that the recipients will in the 
end believe the notion to be true.  However, critical to this entire notion is; it should also be 
noted that no one takes pride in failing, be it pupils, teachers or the school authorities whose 
schools are labelled as failing despite the hustles and bustles.  It is only logical therefore to 
assume that, in this instance teachers are bound to cut corners in the name of success and at the 
expense of pupils, especially those finding it difficult to learn and needing more attention and 
emulate the elite of the league tables, needless to say that the worst at peril are those with 
learning difficulties. 
3.8. Reliable Assessment  
Reliability is another important ingredient in assessment that an assessor should be concerned 
with.  Walkling [1991] define reliability as the extent to which similar results would be 
obtained if the test were to be repeated under identical conditions with the same individuals.  
He further argues that different assessors or assessor may also consider reliability as the extent 
to which an assessment of competence is consistently dependable when carried out with 
GLIIHUHQW FDQGLGDWHV DW GLIIHUHQW WLPHV  ,Q UHDOLW\ SXSLOV¶ FRPSHWHQFLHV DUH PRGLILHG by 
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numerous factors such as assessment cues, feelings and expectations.  Other important factors 
that are likely to affect performance are: 
x Motivation to do the task and interest in it, 
x The relationship between the assessor and the individual to be assessed, 
x The conditions under which the assessment is made and, 
x The way and manner in which the task is presented. 
 
This takes into account the language used to describe it and the degree to which it is within the 
personal experience of the individual being assessed.   
 
One choice in assessment regimes lies between norm and criterion referenced frameworks.  On 
the surface, criteria strategies that are mainly about learning objectives seem to be the most 
used and encouraged.  However, there seem to be some pressure being exerted by Key stage 
tests.  For instance, in England and Wales where externally marked tests are used for league 
tables, schools are under pressure to improve pupil performance.  Pupils are then subjected to 
multiple-choice tests and mock examinations, which only turn out to be coaching, rather than 
teaching.  In the end, school based assessments tend to loose their worth.  As teachers worry 
more about results, they race to complete the syllabus.  There is more superficial and rote 
learning of items of knowledge which pupils do not retain.  This defeats the true spirit of 
learning that depends on formative assessment.  As a result, teachers just imitate external tests 
EXW NQRZ OLWWOH DERXW SXSLOV¶ OHDUQLQJ EHFDXVH RI LPPHQVH SUHVVXUH H[HUWHG RQ WKHP by the 
FRPPXQLW\DQGSXSLOV¶H[SHFWDWLRQV*UDGLQJIXQFWLRQVDUHRYHUHPSKDVLVHGOHDGLQJWRPDUNV
for filling up schedules taking priority over analysis of teaching and learning.  In the end, the 
product produced out of such assessment techniques cannot survive out side the parameters of 
the certificate.  However, Bhora [1990] cited by Draper [2001] asserts that Formative 
assessment is a method of judging the worth of a program while the activities are happening 
and that the evaluation focuses on the process.   
 
From a teacher and remedial tutor standpoint, assessment is dynamic and on going in any 
learning /teaching situations.  As such, educators ought to be concerned with fundamental 
learning experiences of pupils.  Therefore, emphasis should be on gauging the effectiveness of 
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the curriculum in meeting the school and national goals rather than just preparing pupils for 
exams.  Hence, when using tests to assess, it is critical to have good correspondence between 
tests and the curriculum i.e. context and fDFHYDOLGLW\DQGYDOXDWRU,IWHDFKHUV¶JRDOVDUHFOHDU
choosing the mode and purpose of assessment basing on the strengths and weaknesses of 
current procedures will be a lot easier.  Clausen [2001] argues that tests are having an impact 
on what goes on in schools and good tests can support and inform teachers in their work.  He 
contends that it will encourage good teaching practice with coherent, holistic approach to the 
curriculum, focus on pupils understanding rather than on their memory.  
3.9. Personality Considerations 
As argued by Cummins [2000] that self-perceptions are so critically important in young 
SHRSOH¶VOHDUQLQJLWLVLPSRUWDQWWREHDZDUHWKDWWKHQHJRWLDWLRQRILGHQWLW\LQFOXGLQJDELOLW\
identity, is a part of the agenda of all classroom activities.  Classroom interactions will 
eventually draw up feedback that may or may not be favourable. 
 
Therefore, assessment and curriculum feedback by teachers may impede upon individual 
SXSLOV¶SHUVRQDOLWLHVDQGVHOIZRUWK7KH2[IRUG$GYDQFHG/HDUQHU¶V'LFWLRQDU\>@GHILQHV
3HUVRQDOLW\ DV µWKH FKDUDFWHULVWLFV DQG TXDOLWLHV RI D SHUVRQ VHHQ DV D ZKROH KDYH DQ
artistic/assertive /a likeable / a strong personality.  (2) Qualities that make different and 
LQWHUHVWLQJ¶  2Q WKH RWKHU KDQG WKH (QF\FORSDHGLD %ULWDQQLFD >@ VHHV SHUVRQDOLW\ DV µD
characteristic way of thinking, feeling and behaving. Personality embraces moods, attitudes 
and opinions and in most clearly expressed interactions with others.  It includes behavioural 
characteristics, both inherent and acquired, that distinguishes one person from another and is 
observable in people's relations to the environment and to the social.  As Hart [1998] 
postulates,  
--FKLOGUHQMXGJHGWREHµEULJKW¶DUHOLNHO\WREHWKRVHZKRGLVSOD\FKDUDFWHULVWLFV which 
PRVW FORVHO\ ILW WKH WHDFKHU¶V YLHZ >RU FRQVHQVXDO FXOWXUDOO\ VLWXDWHG SURIHVVLRQDO
YLHZV@ RI ZKDW FRXQWV DV µEULJKWQHVV¶ DQG WKLV PD\ GLVDGYDQWDJH FKLOGUHQ ZKRVH
cultural, linguistic and experiential background differs significantly from the teachHU¶V
own. [p.157] 
The psychological underpinnings of multicultural education explain its emphasis on 
developing greater self understanding, positive self concepts, and pride in one's ethnic identity. 
Emphasizing these areas is part of multicultural education's goal of contributing to the personal 
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GHYHORSPHQWRIVWXGHQWVZKLFKFRQWHQGVWKDWDEHWWHUVHQVHRIµVHOI¶FRQWULEXWHVWRWKHRYHUDOO
intellectual, academic, and social achievement of students. Students who feel good about 
themselves are likely to be more open and receptive to interaction with others and to respect 
their cultures and identities and above all, are likely to learn better as they are easily motivated.  
In consensus, Harlen [2001] argues that intrinsically motivated learners are aware of their own 
roles and duties in learning and are responsible for it.  Harlen further postulates that, the 
evidence is shown by seeking information, setting parameters and learning goals and 
perseverance as they take full responsibility of their own learning.  However, Harlen [2001] 
IXUWKHUDUJXHVµWKHLQFHQWLYHIRUOHDUQLQJLVIRXQGLQUHZDUGVVXFKDVFHUWLILFDWLRQPHULWPDUNV
SUL]HVRULQDYRLGLQJWKHFRQVHTXHQFHVRIIDLOXUH¶>S@7KLVDUJXPHQWLVIXUWKHUMXVWLILHGE\
claims made about the give-and-take relationship between self concept, academic achievement, 
ethnicity, culture, and individual identity.  It is therefore imperative that students learn how to 
interact with and understand people who are ethnically, racially, and culturally different from 
themselves if they are to survive the dynamism of learning culture. 
However, for me to be able to explore the finds of this literature search, I am compelled to 
search too the methodology of choice- the ethnographic methodology as discussed below.  
3.10. Rationale for the Use of Ethnographic Research 
Ethnography is noted as gaining recognition and acceptance as a qualitative research 
methodology in education as indicated by its use in many research undertakings.  Many 
researchers such as Patton, 1990, Cohen et al 2000, 2005, Merriam 1988, Goetz and LeCompte 
[1984] recommend its use in contemporary research.  Davis [1995, p. 429] documents the 
growing number of ethnographic studies in language teaching and second language acquisition 
DQG SRVWXODWHV µ$Q HQRUPRus number of ethnographic studies focusing on first and second 
language acquisition and use within homes, communities and schools have been conducted 
VLQFHWKHHDUO\
V¶ 
 
I therefore employed ethnographic methodology approach for this research study because 
ample precedent has been set for using this methodology.  As Eisner [1991, p. 229] reiterates 
DUJXHV µTXDOLWDWLYH UHVHDUFKHUV LQ HGXFDWLRQ W\SLFDOO\ VWXGLHV FRPPXQLWLHV VFKRROV DQG
FODVVURRPV LQ RUGHU WR XQGHUVWDQG ZKDW PDNHV WKHP WLFN¶  (LVQHr [ibid,] further asserts that 
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qualitative research may examine schools from sociological perspectives by including issues of 
status, gender and social structure and all concepts from the social sciences.  These concepts 
PD\µVHUYHDVWKHLQWHUSUHWLYHKHDUWRITXDOLWDWLYHUHVHDUFK¶>S@$OVR-RKQVRQ>@LQ
her overview of the different research methods employed in second language learning, 
postulates that there has been a continuing debate on what exactly constitutes ethnographic 
research.   
 
According to Johnson [ibid], ethnography differs from experimental research in that, the 
experimental researcher manipulates conditions, while the ethnographer strives to study a 
culture in its natural setting.  She further espouses that experimental research specifies 
questions in advance, while the ethnographer constantly refines the research questions as they 
work in the field.  It is generally argued that ethnographic research comes out of the academic 
discipline of cultural anthropology and that it is the work of cultural anthropologists to 
understand the shared meanings of the participants' behaviour in a culture.  According to 
6SUDGOH\
V >@GHILQLWLRQ µ(WKQRJUDSK\ LV WKHZRUNRIGHVFULELQJD FXOWXUH«the essential 
core of this activity aims to understDQGDQRWKHUZD\RIOLIHIURPWKHQDWLYH¶VSRLQWRIYLHZ¶>S
3].  Spindler and Spindler [1987], further espouse, the idea of ethnography of schooling and 
GHILQHLWDVWKHVWXG\RIµHGXFDWLRQDODQGHQFXOWXUDWLYHSURFHVVHVWKDWDUHUHODWHGWRVFKRROVDQG
intHQWLRQDO VFKRROLQJ¶ >S @  &RQFXUULQJ ZLWK 6SLQGOHU DQG 6SLQGOHU >@ :RRGV >@
GHILQHVHWKQRJUDSK\DVµDSLFWXUHRIWKHZD\RIOLIHRIVRPHLQWHUDFWLQJJURXS¶>S@ 
 
Nonetheless, doing what is entailed by these definitions alone does not qualify one as an 
ethnographic researcher as observed by Johnson, [1992].  Johnson puts forward a notion that, 
in order for one to qualify as ethnographic research, the researcher must not only employ the 
customary field techniques of many visits, long stays at the research site, detailed descriptive 
field notes and observations, participant observation, and interviewing [Patton, 1990, Glesne 
DQG3HVKNLQ@ LWPXVWDOVR µLQYROYHKROLVWLF VWXG\RI FXOWXUDOSKHQRPHQRQDQGFXOWXUDO
LQWHUSUHWDWLRQRIEHKDYLRXU¶[Johnson, 1992, p. 135]. 
 
However, as can be seen, the categories of ethnographic research continue to grow as argued 
by Glesne and Peshkin [1992] and others mentioned above.  Nevertheless, Glesne and Peshkin 
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[ibid] briefly discuss postmodern ethnography and action research and put forward an 
argument that, postmodern ethnographers concern themselves with the dynamics of power and 
domination with relationship to knowledge.  On the contrary, Johnson [1992] explains that the 
ethnography of communication focusHV RQ WKH VWXG\ RI µZKDW D VSHDNHU QHHGV WR NQRZ WR
communicate appropriately in a speech community and on how such knowledge is learned and 
XVHG¶>S@(LVQHUDQG3HVKNLQ>@DUJXHµZKHUHHWKQRJUDSK\DQGHGXFDWLRQDUHMRLQHG
we find the longest DQGPRVWVHFXUHDWWDFKPHQWWRTXDOLWDWLYHUHVHDUFK¶>S@ 
 
It is further postulated by Eisner and Peshkin [ibid] that researchers turn to ethnographic 
research for information: -about the ways students' cultural experiences at home and 
community compare with the culture of the schools, or colleges/ universities and communities 
where they study, and the implications of these differences for second language and culture 
learning.  Therefore, it can be argued that , this kind of information is important to researchers 
DVµLWKHOSVWRH[SODLQKRZFXOWXUDODVVXPSWLRQVDQGYDOXHVFDQVKDSHLQWHUDFWLRQVFDQFDXVH
cross-cultural miscommunication and can lead to differing approaches to the learning situations 
DQGGLIIHULQJDSSURDFKHVWR OHDUQLQJ¶>-RKQVRQ p. 135].  Cohen et al., [2005] however 
ZDUQVWKHUHDUHVHYHUDOGLIILFXOWLHVLQHWKQRJUDSKLFDQGQDWXUDODSSURDFKHVµZKLFKPLJKWDIIHFW
WKHUHOLDELOLW\DQGYDOLGLW\¶>S@DQGµVRPHRIZKLFKLQFOXGHWKHGHILQLWLRQRIWKHVLWXDWLRQ
reactivity [the presence of the researcher and how it alters the situation], the halo effect, and 
WKHLPSOLFLWFRQVHUYDWLVPRIWKHLQWHUSUHWLYHPHWKRGRORJ\¶>LELG@ 
 
Although many ethnographic studies have been carried out over several years, it is my 
conviction that my years of teaching experience in normal class teaching and special 
educational needs provision supplied ample background knowledge and questions that need to 
be researched using ethnography which to me seems to be the most placed to provide much 
needed insights DERXW P\ UHVHDUFK TXHVWLRQV  +HDWK >@ KRZHYHU ZDUQV WKDW µWKH
ethnographic present never remains as it is described, nor does the description of the current 
WLPHV IXOO\ FDSWXUH WKH LQIOXHQFHV DQG IRUFHV RI KLVWRU\ RQ WKH SUHVHQW¶ >S @  +RZHYHU, 
Reinharz [1992] discusses the types of data collection that are most frequently employed in 
HWKQRJUDSK\&RQWHPSRUDU\HWKQRJUDSK\RUILHOGZRUNZKLFKµXVXDOO\LQFOXGHVREVHUYDWLRQ
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SDUWLFLSDWLRQDUFKLYDODQDO\VLVDQGLQWHUYLHZLQJ¶>S@1RQHWKHOHss, this methodology will 
be discussed in more detail in the control of the study. 
 
It appeals to me, therefore, that an ethnographic methodology was best suited for a research of 
this magnitude as it enabled me not only to observe individuals in their ordinary everyday 
learning settings but to also record their accounts and experiences of what it was they were 
doing.  Separately from the issues of the methodology and the methods, I concerned myself 
with the issues covering validity and reliability as pointed out by the likes of Merriam 1988, 
Patton 1990, Hammersley 1992, and Cohen et al 2000, 2005, Denscombe 1998, 2003.  The 
validity and reliability issues are discussed below under appropriate headings. 
3.11. Summary 
In summary, Chapter 2 reviewed literature from varied research areas, which relate to the 
study.  These research areas considered were: ethnographic research in education, the 
FXUULFXOXP LQ XVH LQ (QJODQG DQG :DOHV¶V VFKRROV DVVHVVPHQW UHJLPHV VSHFLDO HGXFDWLRQDO
needs provision learning difficulties, [Dyslexia] ADHD, language deficiencies, intercultural 
communication, multicultural education, which focused on the impact assessment, has on these 
SXSLOV¶VHOI-esteem.  
 
It has been established that problems in assessment and classroom interaction may lead to 
student and teacher attrition, discouragement, feelings of failure and even exacerbated 
prejudice which could in turn lead to low self-esteem and social mischief by some pupils.  
However, there is no general consensus on how this phenomenon ma\ DIIHFW SXSLOV¶
performance let alone what really this phenomenon truly is as there are claims and counter 
claims on its effects.   
  
Nonetheless, it was established that high self-esteem positively correlated with scholastic 
attainment and is based on thHLQGLYLGXDO¶VHYDOXDWLRQRI WKHGLVFUHSDQF\EHWZHHQVHOI-image 
and the ideal self and depends upon the extent to which the individual cares about this 
discrepancy Rogers [1980].  But, Reasoner [2003] postulates that a healthy self-esteem stems 
from quiet FRQILGHQFH LQ RQH¶V SRWHQWLDO ZKLFK UHTXLUH VWURQJ IHHOLQJV RI VHOI-worth and 
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competency.  Importantly, he espoused that a healthy self-esteem is developed from within and 
that children just cannot be handed self-esteem.  
 
The literature search has also revealed that there can be tensions caused by assessment leading 
to pupil helplessness [Seligman, 1995b].  Assessment can also generate motivation to learn in 
VWXGHQWV>DVVHVVPHQWIRU OHDUQLQJ@>*DUGQHU@(VWDEOLVKHGWRRLVWKHIDFWWKDWVWXGHQWV¶
motivation is enhanced by the ability to engage with the teacher, to receive feedback that 
supports the next step in their learning, or drawing up criteria against which they will be 
assessed.  Why then are there tensions between assessment and learning still being experienced 
by both the teacher and pupil?  
 
Literature search, also established that, if learning/ teaching is to be meaningful, assessment 
should aim at helping both the teacher and the learner make informed decisions and 
judgements about the effective the learning has been.  It should provide information on the 
progress and be able to expose strengths and weakness or special abilities of both the teacher 
and learner.  This would assist the parties involved to decide on where to concentrate both their 
efforts.  Teachers ought to be equipped with skills necessary to efficiently use assessment 
techniques.  The excessive use of student evaluation using pencil and paper should be balanced 
with other forms of assessment such as the informal assessment.  However, it should be noted 
that these informal assessments carry with them very large chunks of bias by both pupils and 
teachers. The curriculum needs to be structured such that all assessments should start from 
Formative and progress to Summative as there is clear advantages in doing so.  Formative and 
Summative assessments have an asymmetrical relationship which curtails the opportunity for 
dual usage.   
CHAPTER FOUR: METHODOLOGICAL CONSIDERATIONS 
 123 
CHAPTER FOUR:  
METHODOLOGICAL CONSIDERATIONS 
4.0. Introduction  
This chapter deals with the methodology and techniques used to investigate how formal and 
informal assessment may impact upon the self esteem of pupils with borderline learning 
difficulties and learners with language deficiencies learning in mixed ability English language 
classes.  The chapter starts with explanations of the concepts of methodology and methods.  
Thus, the research is based on information obtained by using a qualitative ethnographic 
methodology.  Brief overviews of the theoretical underpinnings of the main methodologies that 
have influenced this investigation are discussed.  
 
Also discussed in this chapter is the rationale for the research instruments, the design of the 
instrument, the research setting, sampling methods and the collection of data and possible 
limitations?  The research tools include participant observation, interview questions and 
questionnaires.  Finally, issues of analysis, validity and reliability of the instruments adopted 
are discussed. 
 
Methodology refers to the main approaches or paradigms that guide the manner with which the 
research is conducted.  Methods on the other hand refer to specific research tools, instruments 
or techniques that a researcher uses to collect data to answer the research question/s.  The 
decision to choose a particular research method is generally determined by its being fit for 
purpose, the purpose of the research, the availability of time and resources, the research 
problem, questions and objectives and inclinations or preferences and other practical 
considerations.  Wilson [1996] argues thus: 
 
There is no single best way of collecting data; the methods chosen depend on the nature 
of the research questions posed and specific questions you want to ask the respondents.  
The aim of all methods is to obtain valid and reliable data- true answers to questions, 
not distorted to the methods of collection or prone to chance fluctuation- which can be 
used as the basis for credible conclusions.  The methods differ, however, in how they 
guard against threats to validity and what price the researchers are prepared to pay, in 
terms of potential invalidity in one area, to strengthen their claim to validity in another. 
[Wilson, 1996, p. 98] 
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Therefore, my decision and choice of methods where influenced by what Wilson [1996] among 
other writers have argued for.  Conversely, Miles and Huberman [1994] contend many 
qualitative researchers hold the view that no study conforms exactly to a standard methodology 
but instead researchers adapt their methods of both data collection and analysis to their 
research focus.  
4.1. Choice of Research Methodology 
The research drew on an ethnographic approach with qualitative methodology and 
triangulation as it used multiple systems of data collection that included interviews, 
questionnaire observations and document analysis.  According to McMillan and Schumacher, 
>@ WKHJRDORITXDOLWDWLYH UHVHDUFK LV WKDW µLW LV FRQFHUQHGZLWKXQGHUVWDQGLQJ WKH VRFLDO
SKHQRPHQRQIURPWKHSDUWLFLSDQWV¶SHUVSHFWLYHV¶>S@&RQYHUVHO\0D\DUJXHV 
 
qualitative research alwayV LQYROYHV VRPH NLQG RI GLUHFW HQFRXQWHU ZLWK µWKH ZRUOG¶
qualitative approaches typically include attention to dynamic processes rather than [or in 
addition to] static categories, and they aim to discover or develop concepts rather than 
imposing precoQFHLYHGFDWHJRULHVRQWKHSHRSOHDQGHYHQWVWKH\REVHUYH¶>S@ 
 
)RU 7UDYHUV >@ µFRQGXFWLQJ DQ HWKQRJUDSKLF VWXG\ RIIHUV D ULFK DQG GHWDLOHG DFFRXQW RI
what happens inside a particular intuition which can address practical questions of interest to 
PDQJHUV DQG SUDFWLWLRQHUV¶ >S @  6LQFH PRVW TXDOLWDWLYH UHVHDUFK WHQGV WR µGHVFULEH DQG
DQDO\]H SHRSOH¶V LQGLYLGXDO DQG FROOHFWLYH VRFLDO DFWLRQV EHOLHIV WKRXJKWV DQG SHUFHSWLRQV¶
[ibid, p.372], I felt inclined towards exploring what students feel, believe and experience with 
regards to the impact of formal and informal assessment on their self-esteem and future impact 
RIDVVHVVPHQWIURPWKHWHDFKHUV¶DQGSXSLOV¶SHUVSHFWLYHVTo achieve my set goal, I decided to 
use an ethnographic methodology. 
4.1.1. Rationale for the Use of Ethnographic Research 
$FFRUGLQJ WR 6SUDGOH\
V >@ GHILQLWLRQ µ(WKQRJUDSK\ LV WKH ZRUN RI GHVFULELQJ D
FXOWXUH«WKH HVVHQWLDO FRUH RI WKLV DFWLYLW\ DLPV WR XQGHUVWDQG DQRWKHU ZD\ RI OLIH IURP WKH
QDWLYH¶V SRLQW RI YLHZ¶ >S 3].  Spindler and Spindler [1987], further espouse, the idea of 
HWKQRJUDSK\RIVFKRROLQJDQGGHILQHLWDVWKHVWXG\RIµHGXFDWLRQDODQGHQFXOWXUDWLYHSURFHVVHV
WKDW DUH UHODWHG WR VFKRROV DQG LQWHQWLRQDO VFKRROLQJ¶ >S @  &RQFXUULQJ ZLWK 6SLQGOHU DQG
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SpLQGOHU >@:RRGV>@GHILQHVHWKQRJUDSK\DV µDSLFWXUHRI WKHZD\RI OLIHRI VRPH
LQWHUDFWLQJJURXS¶>S@ 
 
Conversely, Eisner and Peshkin [1992] postulate that researchers turn to ethnographic research 
for information: -about the ways students' cultural experiences at home and community 
compare with the culture of the schools, or colleges/ universities and communities where they 
study and the implications of these differences for second language and culture learning.  
Therefore, it can be argued WKDW  WKLV NLQG RI LQIRUPDWLRQ LV LPSRUWDQW WR UHVHDUFKHUV DV µLW
helps to explain how cultural assumptions and values can shape interactions, can cause cross-
cultural miscommunication and can lead to differing approaches to the learning situations and 
dLIIHULQJDSSURDFKHVWROHDUQLQJ¶>-RKQVRQS@&RKHQHWDO>@KRZHYHUZDUQV
WKHUH DUH VHYHUDO GLIILFXOWLHV LQ HWKQRJUDSKLF DQG QDWXUDO DSSURDFKHV µZKLFK PLJKW DIIHFW WKH
UHOLDELOLW\ DQG YDOLGLW\¶ >S @ DQG µVRPH RI ZKLFK LQFOXGH WKH Gefinition of the situation, 
reactivity [the presence of the researcher and how it alters the situation], the halo effect, and 
WKHLPSOLFLWFRQVHUYDWLVPRIWKHLQWHUSUHWLYHPHWKRGRORJ\¶>LELG@ 
 
It appeals to me, therefore, that an ethnographic methodology was best suited for a research of 
this magnitude as it enabled me not only to observe individuals in their ordinary everyday 
learning settings but to also record their accounts and experiences of what it was they were 
doing.  Separately from the issues of the methodology and the methods, I concerned myself 
with the issues covering validity and reliability as pointed out by Merriam 1988, Patton 1990, 
Hammersley 1992, and Cohen et al., 2005, Denscombe 1998, 2003.  The validity and 
reliability issues are further discussed under appropriate headings [see 4.10] below. 
 
Thus, the reasons that attracted me to an ethnographic approach are numerous.  But most 
importantly, I envisaged producing qualitative data which are considered to be rich in words, 
Cohen et al., [2005@µZKLFKPD\FRQWDLQWKHDQVZHUWRµZK\¶DQGµKRZ¶TXHVWLRQV¶>S@DQG
EHFDXVHµTXDOLWDWLYHVWXGLHVDUHJRRGDWJLYLQJDQRYHUYLHZRIVRPHSKHQRPHQDRULGHQWLI\LQJ
DSUREOHPWKDWQHHGVLQYHVWLJDWLQJ¶>7UDYHUVS@ 
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I therefore chose WRH[SORUHDQGKHDUKRZLQIRUPDODQGIRUPDODVVHVVPHQWDIIHFWVRQH¶VVHOI-
HVWHHPµIURPWKHKRUVH¶VPRXWKKHQFHWKHFKRLFHRIDPHWKRGRORJ\WKDWDOORZVPHWRDWOHDVW
DWWHPSWWRGHVFULEHµZKDWSHRSOHDUHGRLQJRQWKHJURXQG¶>LELG@Therefore, by adapting one 
of the doctrines of postmodernism that identifies with co-existence of multiple truths, I 
acknowledge that there are truly multiple truths set within frameworks of certain degrees of 
realism.  Foucault, 1980 argues: 
 
The important thing here, I believH LV WKDW WUXWK LVQ¶W RXW VLGH SRZHU RU ODFNLQJ LQ
power: contrary to myth whose history and functions would repay further study, truth 
LVQ¶W WKH UHZDUG RI IUHH VSLULWV WKH FKLOG RI SURWUDFWHG VROLWXGH QRU WKH SULYLOHJH RI
those who have succeeded in liberating themselves.  Truth is a thing of this world: it is 
produced only by virtue of multiple forms of constraint.  And it induces regular effects 
of power. Each society has its regime of truths, its general politics of truth [p. 131].    
 
With this background, a qualitative paradigm was therefore the paradigm of choice.  And in 
DFFRUGDQFHZLWK6WUDXVVDQG&RUELQ >@ µTXDOLWDWLYH UHVHDUFK LV WKH UHVHDUFKDSSURDFKRI
choice when there is the need to understand the details of complex phenomena that are hard to 
HOXFLGDWHZLWKTXDQWLWDWLYHPHWKRGV¶>S@ 
 
Nevertheless, I was mindful that, doing what is entailed by these definitions alone does not 
qualify one as an ethnographic researcher as observed by Johnson, [1992].  Johnson puts 
forward a notion that, in order for one to qualify as ethnographic research, the researcher must 
not only employ the customary field techniques of many visits, long stays at the research site, 
detailed descriptive field notes and observations, participant observation, and interviewing 
>3DWWRQ  *OHVQH DQG 3HVKNLQ @ LW PXVW DOVR µLQYROYH KROLVWLF VWXG\ RI FXOWXUDO
SKHQRPHQRQDQGFXOWXUDOLQWHUSUHWDWLRQRIEHKDYLRXU¶>-RKQVRQS@ 
4.2. The Research Design 
During the preparatory stages of this research, I took into consideration the necessity to select 
research designs that are appropriate to the context of my study as postulated by Cohen et al., 
>@ µUHVHDUFKGHVLJQ LVJRYHUQHGE\ WKHQRWLRQRI µILWQHVV IRUSXUSRVH¶ >S@ 6LQFH WKH
nature of the research needed breath and depth in the investigation, I chose to employ an 
ethnographic qualitative approach, in which numerous sources of data were investigated and 
congruencies between different sources of data identified and interpreted.  As indicated before, 
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qualitative methods are employed in this research in an attempt to provide overall depth to the 
VWXG\DOVREHFDXVHµTXDOLWDWLYHPHWKRGRORJLHVRIIHUPRUHWKDQDVHWRIVKDUHGHSLVWHPRORJLFDO
assumptions.  They actually encompass several distinct approaFKHV¶>0D\S@7KH
research instruments employed for data collection are questionnaires, interviews, observations, 
group interviews and document analysis. 
 
An analysis of the principal elements can shed light on how the research design has been 
generated.  The argument therefore follows the contours of several successive sets of data and 
identifies as it precedes the emergence of a number of convergent issues.  In the succeeding 
sections, -although not in sequential order- elements of the research conducted: the selected 
study sites, the participants [subjects] in the study, the data collection procedures and or the 
instruments used, ethical considerations and the procedures of administration will be presented 
and discussed.  
4.3. The Participants 
The sample consisted of pupils in year seven, eight, nine and eleven, five English teachers and 
assistant teachers, HoD English department and parents of participating students.  It was hoped 
that results from observations, interviews and questionnaires may illuminate or inform the 
assessment and self-esteem questions or steer the research in another direction hence the need 
for pre-analysis at data gathering stage. 
 
The qualitative flexibility and strength of interviews, observations and immersion in the study 
area, enabled me to take a closer look at the details and particulars, not only of the 
phenomenon but also of the agents of the phenomenon being explored [May 2002].  By using a 
qualitative approach, I managed to quickly begin data collection whilst simultaneously 
carrying out literature reviews [Patton 1990].  However, due to the complexity of the 
phenomena and the sample size, the process of discovering the emergent issues tended to 
necessitate considerable amount of time and effort and influenced my decision to adopt the 
ethnographic qualitative approach. 
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Goodenough, [1971] believes that ethnography is what the culture of a group is and involves 
participant observation, which explains the reason for a lot of field work that I was immersed 
in.  Nonetheless, my understanding of ethnography is that, it is a category of qualitative 
research with much broader arrays requiring first hand witness by the researcher.  For Woods 
>@ HWKQRJUDSK\ LV µD SLFWXUH RI WKH ZD\ RI OLIH RI VRPH LQWHUDFWLQJ JURXS¶ >S@
Nevertheless, in order to qualify as an ethnographic research, it must not only employ the 
customary field techniques of many visits, long stays at the research site, detailed descriptive 
field notes and observations, participant observation, and interviewing [Eisner, 1991, Glesne 
DQG3HVKNLQ@,WPXVWDOVRLQYROYHGµKROLVWLFVWXG\RIFXOWXUDOSKHQRPHQRQDQGFXOWXUDO
LQWHUSUHWDWLRQRIEHKDYLRXU¶DVSRVWXODWHGE\>-RKQVRQS@ 
 
Never the less, this form of inquiry accorded me the opportunity to explore the phenomena 
under investigation in its natural setting and used several methods to interpret, understand and 
bring meaning to it as postulated by [Anderson and Arsenault 1998].  The rationale for using 
this method is grounded on a critique of the qualitative methodology as suggested by 
Hammersley, [1992] and involved several main stages: participant selection, active 
interviewing approach [Silverman, [1993], which considers the interview as an on going 
mutually collaborative and interpretive process; and transcription narrative and discourse 
analysis.  Like wise, this research method enabled me to interact with pupils, teachers, parents 
and advisory teachers and the data collected was an attempt to reflect as accurately as possible 
the views of the respondents. 
 
Also central to my choice of an ethnographic research methodology was the community 
FROOHJH¶V FODVVURRPFRQWH[WZLWK LWV FURVV-cultural and cross-gender interface that was better 
suited to a research method which considers its innate inconsistency and complexity.  Sleeter 
[1992], Goetz and LeCompte [1984], among others, maintain that ethnography is among the 
PRVW VXLWDEOH DSSURDFKHV IRU FODVVURRP UHVHDUFK EHFDXVH WKH SXUSRVH RI HWKQRJUDSK\ LV µWR
provide rich, descriptive data about the contexts, activities and beliefs of participants in 
HGXFDWLRQDOVHWWLQJV¶>S@(WKQRJUDSK\DOVRKDVVHYHUDOKDOOPDUNVWKDWLQFOXGHFRQGXFWLQJ
WKH UHVHDUFK LQ WKH SKHQRPHQD¶V QDWXUDO VHWWLQJ ZLWKRXW LQWHQWLRQDOO\ PDQLSXODWLQJ WKH
environment.   
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In concession to Goetz and LeCompte [1984] Merriam [1988,] contends thus: 
-an ethnographic case study of a junior high school, for example, would take into account 
the community at large and its cultural context.  The history of the neighbourhood, social-
HFRQRPLF IDFWRUV WKH FRPPXQLW\¶V UDFLDO DQG HWKQLF PDNHXS WKH DWWLWXGHV RI SDUHQWV
residents and school officials toward education- all would be important components of 
this ethnographic case study [p. 24]. 
 
In the same light, this methodology allowed me to endeavour into typically high detailed rich 
GHVFULSWLRQRIWKHVDPSOH¶VEHKDYLRXUVDQGRSLQLRQVWKHLUSHUFHSWLRQVRIZKDWLVWKHLUYDOXHV
and world views.  Ethnography was best suited to achieve this as it allowed for a qualitative 
focus upon aFWRUV¶DFFRXQWVDQGH[SHULHQFHDVHFKRHGE\+LWFKFRFNDQG+XJKHV>@7KLV
is in line with the perspective embedded in the belief that humans construct their own reality, 
and a deep understanding of what is happening can be got by getting under their skin, -
constructed in their own environment Hitchcock and Hughes [ibid].  By interacting closely 
with the participants, the method accorded me the opportunity to become part of the study and 
to enjoy it as well.  That way, I was able to use tacit [intuitive/felt knowledge], as well as 
propositional knowledge.  By using ethnographic study, I had the liberty to continually refine 
the chosen methods and questions whenever new issues and questions emerged as suggested by 
[Jacobs 1987, Patton 1990 and May 2002]. 
4.4. Ethical Issue Considerations  
Ethically, participants in a research study must be protected from harm.  Ethical issues were 
treated in accordance with the revised British Education Research Association [BERA] 
requirements and were treated as important and proper way of conveying and gaining respect 
from all individuals who directly or indirectly made contributions from the onset of this 
research study.  The BERA guidelines were valuable to me as they highlighted my 
responsibilities as a researcher.  Therefore, to gain access as well as entry to the people, 
information and school facilities, the following procedures were executed. 
 
First, permission to conduct classroom research was sought and obtained from the principal of 
the college, an 11-16 year school in the East Midlands area of England and later from the 
English language HoD to conduct a study amongst teachers and pupils at this community 
college.  A general outline of the study and letters of request were presented for their approval 
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[see appendixes A, B, and C].  Importantly, participants were not manipulated into joining the 
study but joined by invitation and subsequent choice.  Steps were taken in this study to protect 
the participants from harm as follows: 
 
Informed consent was obtained from all the subjects and confirmed in an explanatory consent 
form.  3DUWLFLSDQWV¶ULJKWVWRSDUWLFLSDWLRQLQWKLVVWXG\ZHUHH[SODLQHGDQGLWZDVPDGHFOHDU
that participants were not obligated to participate and that they were free to pull out at any time 
if they so wished [see appendix A] in accordance with the revised BERA code of ethics.  The 
nature of the study was fully explained, which included the format, implications and 
procedures.  It was also explained to the participants that this was an ethnographic process and 
so the length of the study could not be predetermined.  As such, the cut off date could not be 
ascertained in advance.  Confidentiality was to be protected through the use of pseudonyms 
and the changing of personal details where necessary.  As such, decided to adopt the procedure 
of offering blanket confidentiality to gain trust and informants protection as suggested by 
Hammersley [1993].  Thus, Hammersley [ibid] DUJXHV µZHHPSKDVLVH WKDW FRQILGHQWLDOLW\ LV
not simply a mechanical procedure but a continuous methodological concern closely related to 
the values contained and communicated by the research [p.189].  However, de Laine [2000] 
DUJXHV µRPLVVLRQ RI LGHQWLILFDWLRQ LQIRUPDWLRQ FDQ FDXVH D TXDJPLUH GXULQJ FULWLFDO
analysis...omission of personal identifying information from field notes can affect features 
FULWLFDOIRUDQDO\VLV¶>S@ 
 
Nevertheless, researchers need to be weary of the problematic nature of anonymity as 
postulated by de Lee [1993].  de Lee [ibid] argues, that identities can be deduced from 
GHVFULSWLRQVRISHRSOHV¶UROHVDQGWKHLUUHODWLRQVWRRWKHUVDQGIURPWKHRYHUDOOLPSUHVVLRQRID
setting [the description of events, people or places, the surrounding environment in terms of 
physical proportions, and tone]  the accumulation of incidental material or background detail 
can lead to a deductive disclosure [p.186].  
 
Conversely also, Cohen et al., [2005] argue that the instrument intrudes into the life of the 
UHVSRQGHQWµ7KHTXHVWLRQQDLUHZLOODOZD\VEHDQLQWUXVLRQLQWRWKe life of the respondent, be it 
in terms of time taken to complete the questionnaire the level of threat or sensitivity of the 
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TXHVWLRQRUWKHSRVVLEOHLQYDVLRQRISULYDF\¶>S@)XUWKHU&RKHQHWDO [ibid] espouse that 
questionnaire respondents are not passive data providers to researchers but subjects not objects 
of research; that respondents cannot be coerced, into completing questionnaires even though 
they could be strongly encouraged, they still retain the decision to become involved and when 
to withdraw from the research if they so wished.   
 
In deciding and planning the suitable methodology to adopt, I took heed of Cohen et al., [2005] 
ZKRDUJXHµLQSODQQLQJDUHVHDUFKLWLVLPSRUWDQWWRFODULI\DGLVWLQFWLRQWKDWQHHGVWREHPDGH
between methodology and methods, approaches and instruments, styles of research and ways 
RIFROOHFWLQJGDWD¶>S@Cohen et al., [ibid] further argue that particular circumstances of the 
case include the possible disruption to individual participants which could entail negotiating 
access to people; negotiating ownership of data and negotiating release of the data.   
 
Nonetheless, this method offered the opportunities to check data, through triangulation 
including peer examination of the findings, respondent validation and flexivity; data collection 
methods such as observations, semi-structured and open interviews, narrative accounts and 
documents analysis, diaries etc.  Conversely, Cohen et al., [2005] suggest ways and means of 
carrying out interviews, data analysis and interpretations that I took aboard with kin interest.  
7KH\>LELG@DUJXHµLWPD\EHZLVHUWRLQWHUYLHZVHQLRUSHRSOHODWHUUDWKHUWKDQHDUOLHUVRWKDW
the most effective use of discussion time can be made, the interviewer having been put into the 
pictXUHIXOO\EHIRUHWKHLQWHUYLHZ¶>S@ 6LJQLILFDQWO\Cohen et al., [ibid], argue that it is 
important to separate conclusions from the evidence, with the essential evidence included in 
the main text, and to balance illustration with analysis and generations.  And as such, the HOD 
ZDV WKH ODVW WR EH LQWHUYLHZHG DW WKLV FRPPXQLW\ FROOHJH DV , ZDQWHG µWKH PRVW XVH RI
GLVFXVVLRQWLPH¶>LELG@ 
4.5.0. Data Collection Procedures  
The following section describes the types of data collection procedures used, in line with: 
[Johnson, 1992; Sleeter, 1992; McMillan and Schumacher 1993; Cohen et al., 2005] who 
provide lists of acceptable data sources for ethnographic studies, some of which I incorporated 
in this research study.  From their lists, classroom observations, audio taped interviews with 
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teachers, students, program directors, documents such as textbooks, worksheets, notes, student 
compositions, institutional brochure and catalogues, were drawn on in the data gathering 
process for this research study.  My intent was to collect rich data from as many perspectives 
as possible in order to provide a rich contextual picture of classroom interaction across all areas 
of classroom interaction cultures and assessment in each lesson observed.  And so, the 
respondents were not too widely distributed over a wide geographical area to minimize 
incurring prohibitive costs.  Each procedure was carried out in the participating classes, taught 
by five different English teachers.  Originally, twenty two different students agreed to 
participate in the investigation as well as five English teachers and eight parents.  However, in 
the end, only sixteen students took part as four exercised their right to withdraw from 
participating while two transferred to other schools.  
 
Also worth nRWLQJ LV WKH IDFW WKDW GXULQJ FODVV REVHUYDWLRQV RWKHU VWXGHQWV ZKR µZHUH QRW
GLUHFWSDUWLFLSDQWV¶ZHUHSUHVHQWLQWKHREVHUYDWLRQVHWWLQJVEXWZHUHQRWGLUHFWO\LQYROYHGLQ
the study though they undoubtedly affected and assisted shape the outcomes; their influence 
was taken into consideration.  Their mere presence, their contributions in the general learning 
and class rapport, their influences on the teacher and research participants could not be 
ignored.  The sequence, types of involvement and time commitment required of the voluntary 
participants ranged considerably depending on availability and commitment.  I observed and 
took field notes in four classrooms taught by five different teachers of English language classes 
twice a week, [Wednesdays and Fridays] from 05th September 2005 to July 20th 2006.  English 
was chosen because it is considered a core subject and an essential gateway to progression in 
education, training or a career.  
 
My presence was easily accepted by the students, because I had spent a month as a volunteer 
classroom teacher assistant at the school prior to conducting the research in earnest also, I had 
to, µLGHQWLI\RQH¶VHOIZKHUHLVIURPZKDWKHLVWU\LQJWRGRRUILQGRXWWREXLOGVRPHQRWLRQRI
WUXVW¶>*LOOKDPS@ Nonetheless, a few sceptical students directly challenged me to 
explain my actual intent for being there and carrying out a study in their classroom.  I then 
seized the opportunity to fully explain the purpose of my being there and this appears to have 
been fully accepted as I did not face any hostilities from students. 
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4.5.1. Classroom Observations  
The methods employed for data gathering were verbal/interactive and non- verbal/non-
LQWHUDFWLYH WHFKQLTXHV WKDW LQFOXGHG SDUWLFLSDQW REVHUYDWLRQV µIRXQGHG RQ WKH principle that 
only by participating and sharing in the lives of the group being investigated can one achieve a 
UHDO XQGHUVWDQGLQJ RI ZKDW LV JRLQJ RQ¶ +LWFKFRFN DQG +XJKHV > S@ DV ZHOO DV
questionnaires and various forms of semi structured and unstructured interviews.   
 
So, I worked with pupils within a classroom setting for one or two days a week under the 
direction of various class teachers in order to experience the processes and outcomes of 
learning for pupils with borderline learning disabilities.  Importantly, I hoped to gain some 
insight and appreciation of the competencies required, the participation levels and the feedback 
received.  These experiences gained through observations were further intended to enable a 
deeper exploration of the key areas of the research and help inform the research questions.     
 
Non-verbal/ non-interactive techniques included observations and measures of interactions, 
proximics, kinesics, examining class assignments and assessment instruments given in the class 
and interviewing participants.  Observations are an obvious and most direct way of find out 
about learning is to carry out an out classroom observations.  This technique has been well 
used in both research and assessment of teaching, [Wragg, 1999, p. 2] and is a method that I 
have used in my previous research.  However, this technique can be misused because of the 
subjectivity of the observer because much observation involves instantaneous interpretations 
and recording of human interactions.  Human interpretations of events is dependent on 
SHUFHSWLRQDQGLW¶VXQLTXHWRHDFKLQGLYLGXDO>%HOO@ 
 
Instances of classroom behaviours that could be classified as assessment were recorded as well 
as taking field notes in classrooms taught by five different English teachers.  Included in these 
notes were my own role and personal feelings about what had been observed.  In the settings 
my presence was easily accepted by the students, because I was able to move in and out of the 
classroom as a part-time teacher and a volunteer teaching assistant.  General impressions, 
physical aspects of the classroom, classroom atmosphere, teacher effect, pedagogy, group 
relationships, student behaviour, teacher-student relationship, cross-cultural comments, were 
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observed and noted.  It is noteworthy to indicate that data was collected with an open mind and 
was continually examined for patterns leading to theory building from the phenomena and that 
I tried hard to make notes as concrete as possible to minimize the amount of questionable 
inferences involved.   
 
It can be argued that observation made it possible to record firsthand behaviour, as it happened 
hence my liberty to employ it as a data gathering method.  Observation of the behaviours and 
interactions of pupils [pupil to pupil, pupil/teacher] in teaching ±learning contexts was 
undertaken in formal and informal settings in order to discover at first hand the curricular and 
assessment practices used by teachers. 
 
Judging from my previous experience, observation is one of the many techniques available for 
data gathering which is vital and acceptable to a qualitative methodology, it is an open learning 
experience that brings the researcher closer to the multiple worlds inhibited by understudy 
UHVSRQGHQWV µ$VDWHFKQLTXHIRr data gathering information, the observational method relies 
on a researcher seeing and hearing things and recording these observations, rather than relying 
RQVXEMHFWV¶VHOIUHSRUWUHVSRQVHVWRTXHVWLRQVDQGVWDWHPHQWV¶>0F0LOODQHWDOS@ 
)RU 0HUULDP >@ µREVHUYDWLRQ LV WKH EHVW WHFKQLTXH WR XVH ZKHQ DQ DFWLYLW\ HYHQW RU
situation can be observed firsthand, when fresh perspective is desired, or when participants are 
QRWDEOHRUZLOOLQJWRGLVFXVVWKHWRSLFXQGHUVWXG\¶>S@ 
 
In qualitative research, the researcher spends time in the setting understudy, Patton, [1990].   
During this observation stint, I was able to make firsthand observations of activities and 
LQWHUDFWLRQV VRPHWLPHV HQJDJLQJ SHUVRQDOO\ LQ WKRVH DFWLYLWLHV DV µ3DUWicipant Observation.  
7KXVµ-qualitative researcher talks with people about their experiences and perceptions [ibid, 
p.10].  Since data based on emotions, experiences and feelings were needed, those observations 
by Patton were worth towing.  Conversely, Gillham [2000] contends:  
It is participant observation that is mostly associated with qualitative case study 
approach to research as opposed to non-participant observation which is mostly 
associated with the observable and measurable in line with a qualitative approach to 
research [p. 47]. 
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Nonetheless, Merriam [1988, p.88] contends that observation is a research tool when it (1) 
serves a formulated research purpose, (2) is planned deliberately (3) is recorded systematically 
and (4) is subjected to checks and controls on validity and reliability.  However, sceptics of 
observation as a data-gathering technique argue that this data gathering instrument is highly 
subjective and an unreliable nature of human perception; as part of the multi-method case 
study approach, is time consuming and demands careful planning by the researcher.  Therefore, 
according to [Patton 1990, Cohen et al 2005], would be observers need training, which I 
undertook in the form of first year tutorials and on-going workshops provided by the 
University.  Accordingly, Patton [1990] postulates that: 
Training to be a skilled observer includes learning how to write descriptively; practicing 
the disciplined recording of field notes; knowing how to separate detail from trivia- and 
using rigorous mHWKRGVWRYDOLGDWHREVHUYDWLRQV¶>S@ 
 
For Goetz and LeCompte [1984], what to observe depends on the topic and the conceptual 
framework.- µWKHGDWD WKDWEHJLQ WRHPHUJHDV WKHHWKQRJUDSKHU LQWHUDFWV LQ WKHGDLO\IORZRI
events and activities and the intuitive reactions and hunches that ethnographers experience as 
WKHVHIDFWRUVFRDOHVFH¶>S@+RZHYHULWLVLQKHUHQWWKDWµZKHQLQLWLDWLQJDQREVHUYDWLRQDO
study, the researcher must first identify appropriate respondents and the activity and setting to 
be investigated, permission should be obtained from relevant authorities for the group and the 
VLWXDWLRQWREHVWXGLHG¶><LQ@ 
 
Nevertheless, a number of researchers cited by Merriam [1988, p. 90] suggest a list of things 
/elements to take cognizance of in an observation schedule, such as: 
x The setting: the physical environment, the context, the kind of behaviour the 
setting encourages, permits, discourages or prevent.  
x The participants: who is in the scene, how many people and their roles, what 
brings these people together and who is allowed here? 
x Activities and interactions; what is going on, sequences of activities? Number of 
SHRSOH SUHVHQW DQG DFWLYLWLHV µFRQQHFWHG RU LQWHUUHODWHG IURP HLWKHU SDUWLFLSDQWV¶
YLHZVRUWKHUHVHDUFKHU¶VSHUVSHFWLYH¶ [Goetz and LeCompte [1984, p. 113]. 
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x Frequency and duration:  when did the situation begin? How long does it last, 
ZKHWKHU LW¶V D UHFXUULQJ VLWXDWLRQ RU XQLTXH LI LW RFFXUV KRZ IUHTXHQWO\" :KDW
occasions give rise to it? The typicality of the observed situation. 
x Delicate aspects: less obvious but important to the observation as argued by 
Merriam, 1988 and Cohen et al., 2005 are: 
o Informal unplanned activities 
o Symbolic and connotative meanings of words 
o Nonverbal communication such as dress and physical space 
o Unobtrusive measures such as physical clues 
o What does not happen- especially if it ought to have happened [Patton, 1990, 
p,155]  
 
For Merriam [1988], each participant observation has its own rhythm and flow and that data 
collection involves three stages: HQWU\GDWDFROOHFWLRQDQGH[LW  µ*DLQLQJHQWU\ LQWR WKHVLWH
EHJLQV ZLWK JDLQLQJ WKH FRQILGHQFH DQG SHUPLVVLRQ RI WKRVH ZKR FDQ DSSURYH WKH DFWLYLW\¶
[ibid, p.91].  However, Taylor and Bogdan [1984] advise that the researcher establishes rapport 
by payLQJKRPDJHWRWKHSDUWLFLSDQWV¶URXWLQHVHVWDEOLVKLQJZKDWWKHREVHUYHUKDVLQFRPPRQ
with participants, helping out on the occasion, being humble and showing interest in the 
activity.  At the design stages and during the data collection process, I considered, and took 
KHHG DQG LQFRUSRUDWHG 7D\ORU DQG %RJGDQ¶V VXJJHVWLRQV LQWR P\ PHWKRGRORJ\  $OVR WDNHQ
aboard were *LOOKDP¶V LGHDV  *LOOKDP >@ VXJJHVWV WKDW GXULQJ GDWD JDWKHULQJ WKH
description of the setting, persons and discussions is of paramount importance.  Codes can be 
used in recording data and the researcher should be clear [Gillham, 2000].  For my part, I tried 
to build a good relationship with the respondents by showing interest in their activities, and for 
the ethical reasons, the nature and purpose of the research was explained to the respondents. 
4.5.2. Field Notes 
It is argued that, field notes paint a picture of our own prejudices and biases professionally and 
or personally [de Laine 2000].  de Laine [ibid] further argues that field notHVµFDQGHSLFWWKH
flesh-and-EORRGKXPDQEHLQJZKRLVYXOQHUDEOHDQGFRQIXVHGE\WKHµPHVVLQHVV¶RIPHWKRGVLQ
WKHFRQWHPSRUDU\PRPHQWRIWKHVFLHQFH¶>S@7KXVWKHXVHRIILHOG-notes will inevitably 
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contain information observed, perceived and obtained without explicit permission from 
participants and yet cannot be verified.   
Field notes contain sensory details that usually show rather than tell about other 
SHRSOH¶V EHKDYLRXU  +RZ RWKHUV H[SUHVV WKHLU IHHOLQJV LQ WKH ILHOG PLJKW EH
conveyed in the ILHOG QRWHV E\ GLUHFW TXRWDWLRQV RI WKH VSHDNHU¶V RZQ ZRUGV
supplemented with non-verbal expressions [facial gestures, bodily postures and 
the like] [de Laine 2000, p.147] 
 
Field notes were rigorously recorded in line with Hammersley and Atkinson [1982] who argue: 
µUHFRUGLQJ ILHOG GDWD FRQVWLWXWH >V@ D FHQWUDO UHVHDUFK DFWLYLW\ DQG VKRXOG EH FDUULHG RXW ZLWK
much care and self-FRQVFLRXVRUJDQL]DWLRQDVSRVVLEOH¶>S@,WKHUHIRUHUHFRUGHGWKHHYHQWV
experienced principally through watching, listening and interactive with pupils and their 
teachers.  During this phase, I tried as much as possible to look for information that would 
DVVLVWPHWRXQGHUVWDQGKRZSXSLOV¶OHDUQLQJZDVFRQVWLWXWHGDQGVXVWDLQHG 
4.5.2.1. Advantages and Limitations 
Advantages 
x Provides information when others are not effective 
x Approaches reality in its natural structure and studies events as they evolve. 
x Offers firsthand information without relying on the reports of others. 
x Relatively inexpensive. 
x Most distinctive opportunity is related to ability to gain access to events or groups that 
are otherwise inaccessible to scientific investigation. 
x $ELOLW\WRSHUFHLYHUHDOLW\IURPWKHYLHZSRLQWRIVRPHRQHµLQVLGH¶WKHFDVHVWXG\UDWKHU
than external to it. [Yin, 1994, p. 88]. 
 
Limitations 
x Cannot be employed when case groups or extensive events are studied. 
x Cannot provide information about past, future or predictable events. 
x Cannot offer data related to frequency of behaviour. 
x Offers no control measures regarding the bias, attitudes of opinions of the observer. 
x In participant observation the observer is part of the situation that is being observed. 
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x Investigator has less ability to work as an external observer and may, at times have to 
assume positions or advocacy roles contrary to the interests of good scientific practices. 
x The participant observer is likely to follow a commonly known phenomenon and 
become a supporter of the group or organizations being studied, if such support did not 
already exist. 
x A problem with observations of whatever kind is that they are time consuming. [Yin, 
1994, p. 89; Gillham, 2000, p.47]   
 
At the same time, I analysed classroom activities by looking at aspects of the academic tasks 
rather than looking at the differences between subjects and this was in line with Doyle [1983].  
As Doyle [ibid] argues, by analysing classroom activities in terms of the non-specific tasks, I 
hoped to gain a better understanding of the ways teachers structured tasks to enhance student 
learning and how pupils with borderline learning difficulties and language deficiencies are 
engaged.  Doyle [1983] espoused that there are three aspects of the academic task: the product 
[such as: an essay], the operation used to generate the product [for example critical thinking, 
memorising] and the resources available to students such as model essays.  My observations 
took on board some of his suggestions.  Some of the advantages of using questionnaires are 
that they are relatively economical, have standardized questions, can ensure anonymity and 
that questions can be written for specific purposes.  The questions can have open or closed 
format.  In the case of closed questions, the subjects give opinions between predetermined 
responses, while in open format, the respondents write in any response they want.  However, 
RSHQUHVSRQVHVSODFHGDPLQLPXPUHVWUDLQWRQWKHLQWHUYLHZHHV¶DQVZHUVDQGWKHLUH[SUHVVLRQV
but are much more difficult to analyse. 
 
During observations, interest at the ways with which students acquired knowledge and 
practiced operations in the process of completing given tasks were taken.  As espoused, it is 
envisaged that, the way teachers introduce and manage tasks, together with the expectations 
they communicate to students in the form of feedback has a profound effect on what the 
students feel about their learning and self-esteem. 
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4.5.3. Interviews 
The two research techniques used to ask questions were questionnaires and interviews.  
:DOODFH>@DUJXHVWKXVµWKHVHWHFKQLTXHVDUHXVXDOO\FODVVLILHGDVµLQWURVSHFWLYH¶VLQFHLW
involves respondents reporting on themselves, their lives, their beliefs, their interactions and so 
RQDQGFDQEHXVHGWRHOLFLWIDFWXDOGDWD¶>S@&RQYHUVHO\WKRXJK:DOODFH>LELG@ZDUQVWKDW
researchers must keep in mind that the only data collected is what the respondents choose to 
tell, [hence the need for triangulation], [see validity, 4.10].  This factor will be discussed below 
as a possible limitation of the validity of this research since respondents can choose different 
responses depending on whether they are answering a questionnaire or responding to a 
question in public. 
 
+RZHYHU LQ RUGHU WR DGGUHVV :DOODFH¶V >@ ZDUQLQJ , XVHG KLHUDUFKLFDO IRFXVLQJ
[Tomlinson 1989].  Tomlinson [ibid] argues that hierarchical focusing acts as a checklist of 
hierarchically organised topic and sub-topics to be used whilst remaining faithful to the 
methodology of open-ended interview and exploratory techniques.  Thus, the account of both 
WKHLQWHUYLHZHH¶VVXEMHFWLYHUHVSRQVHVDQGUHVHDUFKHU¶VDJHQGDLVJDLQHG7KHLQterviewer only 
uses language introduced by the interviewee.  For Tomlinson [1989], the purpose of 
hierarchical focusing is to allow the interviewer to move the interview from the general and 
open to the specifics of the research agenda.  Whether a response was prompted or spontaneous 
can be recorded on the checklist.      
 
However, McMillan and Schumacher [1993, pp. 250-252] assert that interviews are essentially 
vocal questionnaires and that the preparation for an interview is the same as in preparing a 
questionnaire.  The structure for a questionnaire involves justification, defining objectives, 
writing questions, deciding in general what needs to be determined, deciding on the appropriate 
question format and pre-testing.  Nonetheless, the primary disadvantages of interviews are that 
they can be subjective and that respondents could be unwilling to report on true feelings, or 
that the interviewer can ask leading questions to support a particular view.  Therefore, in order 
to bolster validity, it was felt not reasonable to rely only on information gathered from 
observations alone.  So I employed face to face interviews to produce better results which 
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accorded me the opportunity to witness first hand the reactions and other body languages and 
cues by the interviewees which are necessary in the data analysis stages.   
 
Like the questionnaire, the interview can also have structured and semi- structured questions 
[Hitchcock and Hughes, 1992].  So, the instrument designed for this research study, had 
structured questions that were followed by a set of choices from which the respondents had to 
choose the most appropriate.  However, it is noteworthy to point out that, semi-structured 
questions have limited choice and the respondents are allowed individual responses, but the 
questions are fairly specific in their intent.  Never the less, since the data was based on 
sensitive issues, interviews were deemed appropriate. 
 
During the interviews, I strived to make respondents feel free to discuss anything without 
feeling being judged by me by assuming as natural a stand as possible.  I also deemed it 
appropriate for the students to be in non- threatening, comfortable and permissive environment 
in small group discussion atmosphere/settings. 
 
Cohen et al., [2005] stress how interviews can yield rich material and illuminate what makes 
in-depth interviews a rich source of data by arguing:  
«interviews bring out the affective and value-ODGHQ LPSOLFDWLRQVRI WKH VXEMHFWV¶
responses by stressing a point for example, this helps the researcher to determine 
whether the experience shared by the participants has central or peripheral 
significance [p.290]. 
 
In this research, individual interview schedules were in structured and semi-structured format.  
Semi- structured interviews were favoured for their flexibility that satisfied my desire to probe 
deeper as and allowed interviewees to develop ideas, and probe wider on issues raised.  The 
sensitivity of the topics prompted me to employ indirect and informal questions to produce 
frank and open responses.  As such, questions that tendered to invite opinions rather than fact 
yielded the desired data and direction.  This direction then accorded me an opportunity to get 
rich data, which are amenable to content analysis and were likely to reveal themes or patterns 
that could explain behaviours in context.  By using the interview technique, I was able to 
explore and examine the worlds inhabited by the interviewees.  This was achieved by allowing 
interviewees to use their own words, elaborating points of interest, and developing their own 
CHAPTER FOUR: METHODOLOGICAL CONSIDERATIONS 
 141 
thoughts.  That way, I was able to discover new things and have insight knowledge about 
complex issues being investigated. 
 
However, there were a number of issues that needed to be done prior to conducting these 
interYLHZV  7URFKLP >@ FRQWHQGV WKDW WKHUH DUH µFRPPRQ FRPSRQHQWV¶ HVVHQWLDO WR WKH
actual interview which are conscientiously considered by the researcher at preparation stage of 
the interview schedules and conducting the interviews.  
7KHUH¶VWKHRSHQLQJ where the interviewer gains entry and establishes rapport and tone for 
ZKDW IROORZV  7KHUH¶V WKH PLGGOH JDPH WKH KHDUW RI WKH SURFHVV WKDW FRQVLVWV RI WKH
SURWRFRORIWKHTXHVWLRQVDQGLPSURYLVDWLRQVRIWKHSUREH$QGILQDOO\WKHUH¶VWKHHQGJDPH
the wrap-up, where the interviewer and respondent establish a sense of closure.  Trochim 
[2000] 
 
By employing the interview technique, I had the opportunity to come face to face with the 
interviewees thereby establishing trust and mutual understanding in a relaxed atmosphere 
before delving into the interview itself.  Where possible and having been granted permission to 
do so by the interviewees, I tape-recorded some of the interviews.  Bell [1999, p. 28] argues 
that tape recording is ideal when one wants to get information about events that would be 
changed if you were physically present: to get immediate responses to events in the language 
of participants and that tapes produce good direct evidence that is difficult to question.  Finally, 
I was able to get what was important to the interviewees and heard it expressed in the language 
used by the interviewees wherever it was reasonably practicable. 
 
By using structured and semi-structured interviews, I envisaged to have faster data analysis, 
most ideal at the preparatory stage.  2QWKHRWKHUKDQG.LWZRRG>@DUJXHVµFRQFHSWLRQRI
interview is that of a transaction which inevitably has bias, which is to be recognized and 
controlled by building controls in the research design such as having a range of interviews with 
GLIIHUHQWELDVHV¶)XUWKHU.LWZRRGHVSRXVHVWKDWWKHEHVWXQGHUVWRRGLQWHUYLHZVDUHRIDWKHRU\
of motivation that recognises a range of non rational factors governing human behaviour, like 
emotions, unconscious needs and interpersonal influences.  Nonetheless, there are unavoidable 
features of any interview situation which could be regarded as problematic.  Conversely, 
Cohen et al., [2005, p. 267] postulates that there are about five unavoidable, problematic 
features of the interview. 
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1. Factors that inevitably differ from one interview to another such as mutual trust, social 
distance and the interview control. 
2. Respondents feeling uneasy and adoption avoidance tactics for too deep questioning. 
3. Interviewer and respondent are bound to hold back part of what is in their power to 
state. 
4. A number of clear meanings to one will be relative opaque to the other, even when the 
intention is communication. 
5. It is impossible to bring every aspect of the encounter within rational control. 
 
When the interview questions had been constructed, they were piloted and refined in order to 
make them more easily understood which was accomplished by holding trial interviews with 
colleagues.  Importantly, soon after administering interviews, I tried as much as possible to 
write up the interview notes covering the physical context of the interview and my impressions 
that could have been noticed.  Subsequently, the gathered data from interviews were subjected 
to qualitative analysis. 
4.5.3.1. Purposes of the Interviews  
Interviews are multi-faceted, used to evaluate or assess a person in some respect; for 
promotional purposes to affect therapeutic change, to test or develop hypothesis to gather data, 
DQGWRVDPSOHUHVSRQGHQWV¶RSLQLRQVHWF>&RKHQ@7KH\>LELG@IXUWKHUDUJXHWKDW research 
interview may serve three purposes: as a means of gathering information having direct bearing 
on research objectives, as an explanatory device to help identify variables and relationships to 
test or suggest hypotheses and may be used in conjunction with other inceptors in research 
undertakings.  Therefore it can be argued that an interview can be taken as a specific research 
tool.  Gudmundsdottir [1996] concurs with Cohen et al., [2005] by noting that the interview is 
gradually being seen as an important ingredient in the data gathering stage.  Gudmundsdottir 
JRHV IXUWKHU FRQWHQGLQJ WKDW µWKH LQWHUYLHZ LV HVSHFLDOO\ LPSRUWDQW LQ WKH HWKQRJUDSKLF DQG
SKHQRPHQRORJLFDO UHVHDUFK >S@ )RU*XGPXQGVGRWWLU >LELG@ µWKH LQWHUYLHZ LVD IRUPRI
converVDWLRQ WUDQVIRUPHG LQWR D UHVHDUFK WRRO¶ DV D UHVXOW RI GHGXFWLRQ RI VRPH RI WKH
LQWHUYLHZ¶V FXOWXUDO DVSHFWV DQG µDGGLQJ QHZ RQHV FRQVLGHUHG VFLHQWLILF¶ >S @  &LWLQJ
0LVKOHU¶V>@ZRUN*XGPXQGVGRWWLUSRVWXODWHGµLQDJRRGLQWHUYLHZZKHUHWKHUHLs rapport 
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EHWZHHQLQIRUPDQWVDQGUHVHDUFKHUVDVKDUHGPHDQLQJGHYHORSVWKURXJKWKHGLDORJXH¶>S@
&RQYHUVHO\IRU%DUNHUDQG-RKQVRQ>@µWKHLQWHUYLHZLVDSDUWLFXODUPHGLXPIRUHQDFWLQJ
or displaying peoples knowledge of cultural forms, as questions, far from being neutral are 
couched in the cultural repertoires of all participation, indicating how people make sense of 
WKHLUVRFLDOZRUOGDQGRIHDFKRWKHU¶>S@ 
4.5.4. Questionnaires 
Questionnaire models were also instrumental in the data collection of this research study.  
According to Elliot [1991@ TXHVWLRQQDLUHV DUH LQVWUXPHQWV IRU HOLFLWLQJ RWKHU SHRSOHV¶
observations and interpretations of situations and events as well as their attitudes towards them.  
Elliot [ibid], further asserts thDWDTXHVWLRQQDLUHLVPDGHXSRIµDOLVWRITXHVWLRQVRQHZDQWVWR
ask other people as a way of checking whether other participants in the situation would give 
WKH VDPH DQVZHUV WR WKH NLQG RI TXHVWLRQV RQH KDV DVNHG RQHVHOI RQ D FKHFNOLVW¶ >S@
Conversely, Trochim [2000] suggests noteworthy hints to take cognizance of during the 
construction of questionnaires, which I thoughtfully took aboard.  These consisted of the 
following: 
x Determine the question content, scope and purpose. 
x Choose the response format that you will use for collecting information from the 
respondent. 
x Figure out how to word the question to get at the issue of interest. 
 
This parallels Cohen et al., [2005], notion which argues that, questionnaires are: 
Useful instruments for collecting survey information, providing structured, often 
numerical data, being able to be administered without the presence of the researcher and 
often being comparatively straightforward to analyse.  Questionnaires allow one to 
TXDQWLI\SHRSOHV¶REVHUYDWLRQVLQWHUpretations and attitudes. [p. 245] 
 
Nonetheless, Elliot [1991] argues that questionnaires tend to force people to present their views 
as if they were quite unambivalently held.  Even so, Wilson and Mclean [1994] postulate that 
the researcher will have to judge the appropriateness of using a questionnaire for data 
collection and if so, the kinds of questionnaires they will be.  On the contrary, Cohen et al., 
[2005], espouse that there are several kinds of question and response models in questionnaires 
that include: dichotomous questions; multiple choice questions, rating scales and open ended 
questions.  They also contend that closed questions [dichotomous, multiple choice and rating 
scales] prescribe the range of responses from which the respondent may choose, that they are 
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quick to complete and straightforward to code [e.g. computer analysis] and do not discriminate 
unduly on the basis of how articulate the respondents are. [ p. 248].  However, Oppenhein 
[1992], contends that closed questions restrict the reVSRQGHQWV¶ OLEHUW\ WR HODERUDWH RQ WKHLU
UHVSRQVHV µ²they do not enable respondents to add any remarks, qualifications and 
explanations to the categories and there is a risk that categories might not be exhaustive and 
WKDW WKHUH PLJKW EH ELDV LQ WKHP¶ >S 115].  Never the less, open questions enable the 
respondents to write a free response in their own terms and to be original in their responses but, 
are difficult to code and classify [Cohen et al., 2005].  For the clarity, pilot [snap] 
questionnaires were issued to determine awareness and willingness to discuss pertinent issues 
on curriculum, assessment and general schooling matters.  This model enabled me to get 
distinctive features of my client group. 
4.6. The Rationale for Using Interviews and Questionnaires 
Because of the diversity and individualism of the interviewees, the triangulation process was 
necessary to improve both the face and content validities.  I used structured and semi-
structured: open and closed questions to elicit information at various stages of the interviews.  
The questions for the questionnaires and for the interviews were based on the observations, the 
literature review with some emanating from responses by pupils, teachers and parents.  The 
rational for using closed and structured questions is grounded on the premise that, during the 
literature review process, certain questions arose from interactions with print and some from 
class observations and a concerted response representative of the sample interviewees was 
called for.  I also had to re-interview some of the pupils and teachers to get clarification on 
LVVXHVWKDWDURVHIURPHLWKHUWKHWHDFKHUVSDUHQWVRUSXSLOV¶LQWHUYLHZV 
 
I could not have managed to contact the entire population of interest or relied on observations 
alone without questionnaires.  It was also assumed that questionnaire data are easier to analyze 
if enough thought was put in the design and construction of the questionnaires prior to using 
them.  They are versatile in that I managed to use the same questionnaires with different groups 
making them reliable.  Bell [1999] argues that questionnaires are a good way of collecting 
certain types of information quickly and relatively cheaply.  Questions can also be open ended 
there by giving interviewees flexibility to express themselves freely.  Because of my choice to 
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use interviews and questionnaires, at the preparation stage the methods allowed me to consider 
a number of steps.  These included identifying suitable interview subjects, developing 
interview schedules and deciding on the place and time for the interview as argued by Yin, 
[1994]. 
4.7. Reliability and Validity of Instruments 
It is argued that the concept of validity and reliability are multi-faceted and a touchstone of all 
types of educational research [Cohen et al., 2005, Hammersley 1993, Patton 1990].  And 
6DSVIRUGDQG-XSS>@DUJXHµ$VZLWKRWKHUUHVHDUFKGDWDZHPXVWDOZD\VEHFRQFHUQHG
DERXWWKHYDOLGLW\DQGUHOLDELOLW\RIREVHUYDWLRQV¶>S@ 
 
Tomlinson [1989] contends that major problems to the validity of data gathered from research 
interviews are presented by:  
x The active and idiosyncrasy of human understanding and language and; 
x The potential social influence of the interviewer. 
7KXVLQSXUVXLWRIWKHUHVHDUFKHU¶VRZQLQWHUHVWVWKH\PD\PLVVWKHLQWHUYLHZHH¶VFRQVWUXDODQG
reactions particularly through questionnaire use.  Then again, over emphasis on the 
LQWHUYLHZHH¶VSHUVSHFWLYHVPD\IDLOWRGRMXVWLFHWRWKHUHVHDUFKHU¶VRZQDJHQGD$VVXFKLWLV
advantageous and an issue of validity to do both [Tomlinson 1989]. 
  
Reliability deals with the consistency of a measure across different testing externally or within 
itself internally.  It is the extent to which the instrument yields similar results at all times when 
used under constant conditions [Bell, 1999].  Validity on the other hand deals with the question 
of whether the measuring instrument measures what it was originally intended to measure 
[Cohen et al., 2005].  
 
&RQYHUVHO\ +DPPHUVOH\ >@ DUJXHV µFRQVLGHUDWLRQ RI YDOLGLW\ WDNes us to the interface 
between the findings of the study and the reality from which they were extracted, and, 
HVVHQWLDOO\DERXWWUXWKFRQGLWLRQV¶>S@$VVXFKYDOLGLW\EHFRPHVDQLPSRUWDQWLQJUHGLHQW
and a key to effective research.  For Patton, [19@µWKHYDOLGLW\DQGUHOLDELOLW\RITXDOLWDWLYH
data depend to a great extent on the methodological skill sensitivity and integrity of the 
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UHVHDUFKHU¶ >S @  However, Cohen et al [2005] contend that reliability is necessary but 
insufficient condition for validity in research; were as, reliability is a necessary pre-condition 
of validity.  Nonetheless, for [Nuttall, 1989; Patton; 1990, Dennis, 2001], there are several 
GLIIHUHQWNLQGVRIYDOLGLW\µ,IDWHVWDFKLHYHVZKDWWKHRULJLQDWRUVLQWHQGHGLWWRachieve, it is a 
valid test, it ought to be noted that there is a connection between the validity and the reliability 
RIDWHVWRUH[DPLQDWLRQSDSHU¶>'HQQLVS@ 
 
Nevertheless, Cohen et al., [2005] argue that threats to validity and reliability cannot be 
HOLPLQDWHG FRPSOHWHO\ µUDWKHU WKH HIIHFWV RI WKHVH WKUHDWV FDQ EH DWWHQXDWHG E\ DWWHQWLRQ WR
YDOLGLW\DQGUHOLDELOLW\WKURXJKRXWDSLHFHRIUHVHDUFK¶>S@DQGµWKHUHZLOOEHVHYHUDOZD\V
LQZKLFKWKH\FDQEHDGGUHVVHG¶>S@)RU0D[ZHOl [1992], qualitative researchers need to 
be cautious not to be working within the agenda of the positivists in arguing for the need for 
research to demonstrate concurrent, predictive and convergent, criterion related, internal and 
external validity.  Rather, Maxwell [ibid] DUJXHVIRUWKHQRWLRQRIµDXWKHQWLFLW\¶ZKLOH0LVKOHU
>@DOVRFLWHGE\&RKHQHWDO>@SUHIHUVXVLQJµXQGHUVWDQGLQJ¶DVDPRUHVXLWDEOHWHUP
than validity in qualitative research.  Nonetheless, to me, it all boils down to a question of 
semantics since authenticity and understanding appear to be sides of the same coin.  For 
Hammersley [1992], validity in qualitative research replaces certainty with confidence in our 
results and that, as reality is independent of the claims made for it by researchers; our accounts 
will only be representations of it [pp. 50-1]. 
 
To account for validity, Cohen et al., [2000] contend that in qualitative data, validity could be 
addressed through the honesty, depth, richness and scope of the data achieved, the participants 
approached, the extent of triangulation and the disinterestedness of objectivity of the 
researcher.  Well, in this research, I attempted to improve validity through careful sampling, 
appropriate instrumentation and appropriate statistical treatments of the data.  Cohen et al 
[2000] postulate that, in qualitative data the subjectivity of respondents, their opinions, 
DWWLWXGHVDQGSHUVSHFWLYHVWRJHWKHUFRQWULEXWHWRDGHJUHHRIELDVµYDOLGLW\WKHQVKRXOGEHVHHQ
as a matter of degree rathHUWKDQDVDQDEVROXWHVWDWH¶>S@ 
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4.7.1. Internal Validity 
I strove to account for internal validity by taking heed of some of the advice espoused by 
[Merriam 1988, LeCompte and Preissle 1993].  Internal validity was accounted for by 
providing explanations of particular events, issue or sets of data which attempted to actually 
sustain the data i.e. [accuracy of the description of the phenomena being researched].  
LeCompte and Preissle [1993] argue that in qualitative research, internal validity can be 
addressed in several ways by using, low inference descriptions, multiple researchers, 
participant researchers, peer examination of data and using mechanical means to record store 
and retrieve data [p. 338].  Nonetheless, LeCompte [p. 323-@ DUJXH µLQ HWKQographic 
qualitative research there are several overriding kinds of internal validity.  These include: 
confidence in the data; the authenticity, cogency, soundness of the research design, credibility, 
auditability, dependability and confirmability of the dDWD¶>S@ 
4.7.2. External Validity  
External validity, as Cohen et al., [2005] argue; refers to the degree which the results can be 
generalized to the wider population, cases or situations, were as Bryman [p.30] writes, 
µH[WHUQDO YDOLGLW\ LV FRQFHUQHG with the question of whether the results of a study can be 
generalized beyond the specific research context.  And that the issues of generalization can be 
SUREOHPDWLFDV(LVHQKDUWDQG+RZH>S@FLWHGE\&RKHQHWDO>@SRVWXODWHµLW
is possible to access the typicality of a situation,  the participant and settings to identify 
possible comparison groups and to indicate how data might translate into different settings and 
cultures [p. 109].  The validity and reliability issues will be closely discussed in relation to the 
analysis of data under appropriate sections. 
4.8. Procedures for Data Analysis  
It is argued that, any worthwhile research should generate some meaning by way of theory 
contribution or discoveries [May, 2002].  This goal is achieved through rigorous analysis of the 
qualitative data obtained from the research field.  For the purpose of this research, the data 
DQDO\VLVZDVDQµRQJRLQJDFWLYLW\¶>%U\PDQ&UHVZHOO@>VHHS@%U\PDQDQG
%XUJHVV>@DUJXHµLQGHsigning a project, considerations need to be given to the end-point 
DQGWKHFRQFHSWVDQGWKHRULHVWKDWZLOOEHXVHGLQGDWDDQDO\VLV¶>S@+RZHYHUWKHUHDUHQR
standard set processes or operations to follow in the data analysis [Bryman and Burgess 1995].  
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Literature on qualitative research methods provides fertile grounds for a variety of examples 
that may assist researchers in planning their research studies.   
 
Schurink [1998] argues that there are three general strategies of data analysis, which can be 
used in qualitative research namely constructing typologies, analytic induction and the 
grounded theory approach.  7KH GDWD DQDO\VLV IRU WKLV UHVHDUFK IROORZHG WKH µ4XDOLWDWLYH
5HVHDUFK*XLGHOLQHV¶E\0HUULDP3DWWRQ'DYLV7D\ORUDQG%Rgdan 1998, 
Elliot 2001 and Cohen et al., 2005.  Taylor and Bogdan [1998], postulate: 
Because qualitative data analysis is an intuitive and inductive process, most qualitative 
researchers analyze and code their own data.  Unlike quantitative research, qualitative 
usually lacks a division of labour between data collectors and coders [p141].  
 
Coding is defined as: bridging together and analyzing all the data bearing on major themes, 
ideas, concepts, interpretations and propositions [ibid, pp. 150-1].  Coding can be done in 
YDU\LQJZD\VE\DVVLJQLQJV\PEROVRUQXPEHUVWRGLIIHUHQWFRGLQJFDWHJRULHVµ$V\RXFRGH
\RXUGDWDUHILQHWKHFRGLQJVFKHPHDGGFROODSVHH[SDQGDQGUHGHILQHWKHFRGLQJFDWHJRULHV¶
[Taylor and Bogdan, 1998, p.152] 
 
The process of data analysis is dynamic and creative [ibid, 1998].  For this research study, I 
HPSOR\HGµDQDQDO\WLF LQGXFWLYHDSSURDFKLQYROYLQJD6SLUDOSURFHVV>&UHVZHOO@RIGDWD
collection, analysis [taking and utilizing the descriptive language the respondents themselves 
XVH¶>'DYLVS@UDWKHUWKDQXVLQJDSULRULFDWHJRULHV&RKHQHWDO>@'DWDZDV
GHVFULSWLYHDQGSUHVHQWHG LQ WHUPVRI WKHUHVSRQGHQWV¶VLWXDWLRQDQG WKURXJK WKHLUH\HV >IURP
WKHQDWLYH¶VSRLQWRIYLHZUDWKHUWKDQUHVHDUFKHUV¶DVVXJJHsted by Cohen et al., [p. 106].   
 
For Lincoln and Guba [1985], the interpretive research design must be drawn from an ample 
number of data sources for triangulation of that data.  The data must be emergent rather than 
preordained: because meaning is determined by context to such a great extent:  
Because what will be learned at a site is always dependent on the interaction between 
investigator and context, and the interaction is also not fully predictable; and because the 
nature of mutual shadings cannot be NQRZQXQWLOWKH\DUHZLWQHVVHG¶>S@ 
 
However, it must also be noted that data analysis in a qualitative research is a creative process 
ZKLFKGLIIHUV IURPUHVHDUFKHUWRUHVHDUFKHUZLWKQRIL[HGUXOHVRUIRUPXODHµWKHUHLVQRRQH
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right way to go aERXWRUJDQL]LQJDQDO\]LQJDQGLQWHUSUHWLQJTXDOLWDWLYHGDWD¶>3DWWRQS
146].   
 
For the interview and participant observation, analysis began during data collection phase.  
0D\>@DUJXHVWKXVµDOWKRXJKDQDO\VLVEHJLQVWKHILUVWWLPHDQLQWHUYiewer sits down with 
a participant, it takes a new and more directed form after all interviews have been collected and 
WUDQVFULEHG¶>S@$VVXFKI constantly analyzed the emergent information with a view to 
modifying and creating further questions for the research.  During the familiarisation stage, I 
read the transcripts and field notes, listened to the tapes and made notes on recurrent themes.  
That way, I was able to take note of what had emerged in relation to various issues and also 
tried out emergent ideas basing on experience settings and firsthand data. 
 
This view assisted with narrowing down the research focus of the study.  As this was the 
preliminary analytic analysis [Bogdan and Biklen, 1982], it was then followed by yet another 
analysis after the field work.  This time, Codes or labels were attached to small segments of the 
data and concepts were then generated [Miles and Huberman, 1994].  I employed a coding 
system that included descriptive and interpretive, explanatory and astringent codes to make 
sense of the data.  Basically, my main concern was to understand the settings and stories told 
by the samples in their own terms through description as postulated by Taylor and Bogdan 
>@  7D\ORU DQG %RJGDQ >@ DUJXH µGDWD DQDO\VLV LV WKH most difficult aspect of 
TXDOLWDWLYHUHVHDUFK«LWLVQRWIXQGDPHQWDOO\DPHFKDQLFDORUWHFKQLFDOSURFHVVLWLVDSURFHVV
RI LQGXFWLYH UHDVRQLQJ WKLQNLQJ DQG WKHRUL]LQJ¶ >S@  µ&RQFHSWV DUH XVHG WR LOOXPLQDWH
social processes and phenomena that are not readily apparent through descriptions of specific 
LQVWDQFHV¶ >LELG S@  $IWHU WKLV SKDVH , WKHQ PRYHG RQ WR FRQFHSW DQG SURSRVLWLRQ
stage/exercise. 
4.9. The Catchment Area  
Highfields is an inner city area of Leicester, England and is on a hill southeast of the city 
centre.  The area was developed between the late 19th Century and the start of the First World 
War and contains many fine Victorian townhouses [now usually subdivided into flats], as well 
as areas of redbrick terraced housing.  The city's workhouse was formerly situated in the area, 
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on the site now occupied by the Community College.  Highfields has a large ethnic minority 
population, and has traditionally been an area occupied by recent immigrants to the city.  It 
contains Leicester's synagogue, an African-Caribbean Centre, and several mosques, madrassas 
and Islamic community centre.  Many recent Somali immigrants have settled in the area.  
Highfields has in the past been an area associated with crime - and is known as the city's red 
light district.  Leicester City Council defines a red-light district as a neighborhood where 
prostitution is a common part of everyday life.  In recent years some of the establishments 
associated with criminal activity have been closed, and the police have adopted a hard-line 
policy on properties used for the sale and consumption of drugs, in collaboration with local 
residents' associations. 
[Source: Leicester City Council, 2005] 
 
4.10. The Research Settings 
These classes to which I carried this research are free of charge as no tuition fees are paid 
towards education by either parents or guardians.  The classes are taught between 0845 hrs and 
1500 hrs Monday through Friday.  The settings involved the classes taught by five different 
teachers.  The principal allowed me to sit in on the teacher orientation at the beginning of the 
2005/6 first term, when I requested permission to carry out research at the college and to 
launch the data gathering in earnest.  Having been granted permission by the school authorities, 
WKH(QJOLVK+R'LQWURGXFHGPHWRWKH(QJOLVKGHSDUWPHQW¶VWHDFKLQJVWDIIDWDPHHWLQJGXULQJ
the beginning of the term [September, 2005].  She then requested the group to consider 
allowing me to be in their classes during teaching and also volunteering to be interviewees for 
the study.  Five teachers volunteered to help serve as participants in the study at that meeting as 
well as putting up with my presence during lesson deliveries.  The principal was informed and 
I was allowed access to the classrooms.  These classes fell into four different levels [i.e.] years 
seven, eight, nine and eleven, some practicing assessment for learning [two] and the other 
doing assessment of learning. 
 
These classes were observed on Wednesdays and Thursdays throughout term (1), (2) and part 
of term (3) of the period 2005/6 except for the period 15/11/05 to 25/11/05 when I was 
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hospitalized.  During my visits to the school, I spent the whole day at the school observing and 
gathering data as well as went to all English classes taught by the five teachers during the 
research period.  
4.11.0. Selection of Participants  
I used purposeful sampling [Merriam, 1998] to work with a group of twenty two students from 
<HDU    DQG   ,Q SXUSRVHIXO VDPSOLQJ D UHVHDUFKHU PXVW µGHWHUPLQH Zhat selection 
FULWHULDDUHHVVHQWLDOLQFKRRVLQJWKHSHRSOHRUVLWHVWREHVWXGLHG¶>LELG@ 
 
7KH SDUWLFLSDQWV¶ GLIIHUHG LQ VHYHUDO FDWHJRULHV ZKLFK LQFOXGHG QDWLRQDOLW\ HGXFDWLRQDO
competence levels, and socioeconomic status.  The participants I interviewed were from 6 
different countries.  Their ages varied from 11-16 years and many were still striving to become 
SURILFLHQWLQWKH(QJOLVK/DQJXDJH7KHUHVHDUFKHU¶VJRDOZDVWRFKRRVHSXSLOVLGHQWLILHGE\
teachers who presented borderline learning difficulties but were not certificated, appeared to be 
de-motivated or unenthusiastic for an in-depth ethnographic study.  The teachers from the 
classes, and their respective students, were included as participants in the study in each setting.  
The consent forms DQG WKHSDUWLFLSDQW¶V UROHZHUH H[SODLQHG WR HDFK VWXGHQW SDUWLFLSDQW DQG
ZLWK WUDQVODWLRQVRI FHUWDLQ VHJPHQWV LQWRRQH¶VPRWKHU ODQJXDJH IRU VRPHSDUWLFLSDQWSXSLOV
with the assistance of other students whose command of English was more proficient.  Many 
explanations were given in English, the second language of the researcher.  Each participant 
interviewed, signed the consent forms [see Appendix A], approved by my supervisor and 
Director of Research studies at the University of Nottingham school of education. 
4.11.1. The Teachers 
This section gives a picture of the teachers in the study, a sense of their teaching experience, 
individual backgrounds, schooling, philosophies and cross-cultural experience.  In the study in 
each setting, the principal of the community college will also be interviewed with the aim of 
providing more complete background information on the programs to supplement the 
FODVVURRPREVHUYDWLRQV 7KHFRQVHQW IRUPVDQG WKHSDUWLFLSDQW¶V UROHZDVH[SODLQHG WRHDFK
student participant and with translations of certain segments into understandable language were 
there might be need seemed apparent.  Each participant who was going to be interviewed, 
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signed a consent forms [see Appendix A], approved by the Nottingham University Director of 
research, school of education or director of faculty of education. 
4.11.2. The HoD 
7KH SXUSRVH RI WKH +R'¶V LQWHUYLHZ ZDV WR SURYLGH PRUH SULYLOHJHG LQIRUPDWLRQ GHWDLOHG
background and context about the school, types of teachers and the calibres of pupils in the 
catchment areas.  A list of possible topics that include: scope, background, history, future goals 
and current concerns for the future of the school was considered.  The information gathered 
IURPWKHLQWHUYLHZZDVHQKDQFHGWKHUHVHDUFKHU¶VXQGHUVWDQGLQJRIWKHFROOHJHV¶FXOWXUHRIWKH
research setting.  The HoD appeared genuine in the answers she provided.  She sounded 
knowledgeable in the subject areas, was very supportive and sincere.  
4.11.3. The Students 
There were five pupils from year seven, two boys and three girls who were all Moslems but 
from three different countries.  Of the three girls, one seemed mostly to be in trouble with the 
English teacher.  I will call this girl 7A and the others girls 7 B and 7 C respectively.  At face 
value, one could argue that 7A was a trouble-PDNHUDQGDµFDUHIUHH¶VRPHRQHZKRLVEHQWRQ
disturbing learning.  She had a strong voice and was quite vocal.  She always wore boots with 
frills.  In most cases she was either excluded or spent her time quietly sited.  Sometimes, the 
few occasions she talked she mumbled and tended to swallow her words.  However, during 
interviews, she showed sheer determination, a strong will and provided informed answers.  Her 
teacher had described her as a trouble maker who could end up in serious trouble and needed 
divine intervention. 
 
The other girl, 7 B is a tall girl of Somali origin and is a friend to 7A but less controversial.  
She appears much taller than most girls of her age group.  7B appeared to have language 
problems that manifested during oral lessons.  However, her reading ability appeared to be well 
above average.  Girl 7C seemed very calm and much quieter than the other two.  She appeared 
to need more help than the other two and is soft spoken.  7 C chose to sit at the back of the 
class, and worked quietly. 
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4.11.4. The Parents 
I experienced great difficulty in initially getting parents of the pupil sample for interviewing.  I 
either had students who did not want their parents involved lest they would pull out of the 
research exercise or parents who were willing to participate but did not understand English.  
Where this was the case, I only relied on their child to translate the research question to the 
parent and vice-versa.  In the end, I managed to interview only three parents; one British White 
working class mother, one Somali origin mother [un-employed] and one Zimbabwean 
employed mother. 
 
The White mother is aged 43 years and the Zimbabwean mother 46.  I could ascertain the 
6RPDOLPRWKHU¶VDJHDV VKHIHOW LWZDV LQDSSURSriate to give out her age.  However, her son 
believed she could be about 41years old.  The Zimbabwean had been in this country for a little 
over seven years while the Somali mother thought that she had been in this country for eleven 
years. 
4.12. Statement of the Problem  
Teaching in England and Wales and indeed world over, is currently facing a number of 
curriculum challenges.  The context of England and Wales is interesting as, since 1988, 
different governments have introduced policy changes with the hope of improving state 
education.  In attempts to deal with an increasing number of youngsters, who leave school with 
no qualification at all, the government may have instituted complicated changes to the 
educational requirements that may have put the name of the school before the child and as a 
UHVXOW VFKRROV HQG XS XVLQJ DVVHVVPHQW UHJLPHV WKDW PD\ EH LPSDFWLQJ RQ WKH SXSLOV¶ VHOI
esteem. 
 
As schools grapple with attempts to improve the general pass rate, the system demands 
perfection in ways that may unwittingly force teachers to pay homage to the emergent need 
WKDW VXVWDLQV WKHDYDLODELOLW\RIEUHDGDQGEXWWHU >LHDYRLGLQJ WKH µIDLOLQJVFKRRO¶ ODEHO@ WKDW
FDUU\ µFORVH WKH IDLOLQJ VFKRRO WKUHDW¶  $V VXFK WKH JXLGLQJ SKLORVRSK\ VHHPV WR EH WKDW
teachers ZLOOµFRDFK¶SXSLOVKRZWRSDVVUDWKHUWKDQWHDFKLQJWKHPOHDUQLQJWROHDUQ/LWHUDWXUH
on the contrary, suggests that the way children are taught and assessed has a direct impact on 
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how they feel about learning.  This thesis [dissertation] therefore, will focus on how a school 
assesses the self-esteem of pupils with borderline learning difficulties and learners with 
language deficiencies learning in mixed ability English language classes.  
4.13. Documental Review 
Documents are an important and valuable source of information for a study of this kind.  These 
may include letters, agendas, and memoranda, written reports of events, minutes of meetings, 
administrative documents, proposals, newspaper clippings and other articles appearing in the 
main media [Yin 1994, p. 81].  These help to corroborate and strengthen the evidence from 
other sources, identify and locate the relevant documents needed for the case being studied.  I 
ORRNHG DW DQ DUUD\ RI GRFXPHQWDO HYLGHQFH WKDW LQFOXGHG VWXGHQWV¶ ZULWWHQ ZRUN PDUNV
VFKHGXOHV DQG WHDFKHU ZULWWHQ UHSRUWV  7KHVH ZHUH FRPSDUHG DJDLQVW SHUIRUPDQFH WHDFKHUV¶
comments assisted if fine tuning and formulation of further research questions. 
4.14. Summary 
The detailed description of how this study was conducted to achieve the research aims has been 
covered.  Qualitative research involves analysis that yields findings or hypothesis that are not 
arrived at by statistical methods.  Rather, qualitative research uses an inductive form of 
reasoning that develops concepts from patterns from the data.  In turn, concepts are in the form 
of themes, designs and categories and data is presented in words.  
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CHAPTER FIVE: 
MEETING DATA COLLECTION CHALLENGES 
5.0. Introduction  
This chapter attempts to explore and explain data collection challenges and how these were 
VROYHG$OVRFRYHUHGLQWKLVFKDSWHUDUHGHVFULSWLRQVRILQGLYLGXDOVDPSOHVDQGWKHUHVHDUFKHU¶V
Positionality and reflexivity as well as attempts to explain I negotiated the research.  
5.1.0. Outline of the Research Stages   
The ethnographic approaches used in this case study involved triangulation of methods 
namely; observations, questionnaires, documental evidence and interview methods.  A brief 
outline of each method used is considered appropriate as it shows how such methods work.  
But first, I feel there is also need to distinguish between ethnography and participant 
observation as Bryman [2004] argues.   
 
%U\PDQ>LELG@DUJXHV µPDQ\GHILQLWLRQVRIHWKQRJUDSK\DQGSDUWLFLSDQWREVHUYDWLRQDUHYHU\
GLIILFXOW WR GLVWLQJXLVK¶ >S292].  In this research study, ethnography is taken to refer to a 
methodology in which the researcher met the following conditions: 
x Spent a considerable length of time at the research site; 
x There were regular observations of behaviour of a selected participants of the research 
setting; 
x Questionnaires and interviews were administered to informants on issues arising from 
observations that were amenable to observation; 
x Documental evidence were gathered about the participants;  
x Attempts were made to develop an XQGHUVWDQGLQJ RI WKH FXOWXUH RI WKH JURXS¶V DQG
VDPSOH¶VEHKDYLRXUZLWKLQWKHFRQWH[WRIWKHLUFXOWXUHDQGVHWWLQJ 
x Recorded a detailed account of the participants setting, analyse and interpret the data 
using systematically planned procedures. [Silverman, 2006; Bryman, 2006, Richards 
2005; Taylor and Bogdan, 1998] 
 
Please note the distinction in this instance is that participant observation is a method or a 
research tool for gathering evidence while, ethnography is seen as a methodology.  
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5.1.1. Data Triangulation  
Triangulation from this perspective should be understood as a strategy that attempts to add 
rigor, breadth, complexity, richness and depth to this research study [Silverman 2006].  
Silverman [ibid] argues: 
Triangulation usually refers to combining multiple theories, methods, observers and 
empirical materials to produce a more accurate, comprehensive and objective 
representation of the object of study.  The most common application of triangulation in 
qualitative research is the use of multiple methods [, p. 291]    
 
One of the best ways to improve data reliability and validity came from the following methods 
[see table 5.1]: a literature review of self-esteem, self-concept, learning difficulties, and 
assessment, curriculum and language deficiencies.  The questionnaires, observations and 
interviews produced three sets of data that needed different methods of interpretation.    
 
Table 5.1. Triangulation of Data Leading To a Reliable and Valid Interpretation 
 
 
 
Critical 
comments from 
my supervisor  
Qualitative 
unstructured 
and semi-
structured 
interviews 
Qualitative 
questionnaires 
Participant 
observations 
over months 
Relevant 
literature 
review: 
assessment, 
self-esteem 
Validation of      
respondent    
transcripts 
[where possible] 
Reliable and 
valid 
interpretations 
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The above diagram [table 5.1] depicts the stages that I took to improve reliability and validity 
interpretations of the research process. 
5.1.2. Advantages and Disadvantages of Using an Ethnographic Methodology 
One of the advantages of using an ethnographic study is thaWµFORVHVFUXWLQ\RIKRZSHRSOHGR
what they do provides an explanation of what those people do and why they do it in the way 
WKH\GR¶+DUW>S@&RQYHUVHO\1DUGL>@QRWHGWKDWLQDQHWKQRJUDSKLFVWXG\D
number of varied techniques such as interviews, observations, video, and historical materials 
VKRXOGEHXVHGWRFROOHFWGDWD$OVRµHWKQRJUDSKHUVRULHQWWKHPVHOYHVWRFRGHVRIFRQGXFWDV
WKH\ DUH OLYHG UDWKHU WKDQ UHSRUWHG XSRQ«0RGHV RI HQJDJHPHQW DUH HQKDQFHG E\ HPSDWK\¶
[Eipper 1998, p.6].   
 
Adversely, this means that data produced by this method is voluminous and will take a lot of 
WLPH DQG VNLOO WR DQDO\]H HVSHFLDOO\ ZKHQ REVHUYDWLRQV ZHUH QRW VWUXFWXUHG µDQDO\VLV LQ
ethnography and other qualitative research remains clouded in myster\¶>GH/DLQHS@ 
 
Therefore to de-mystify the analysis, I used various tried and tested ethnographic approaches 
that provided guidance and practical suggestions that I took on board.  These included a 
systematic data collection and analysis [Silverman 2006; Richards 2005; Bryman 2004; 
Denscombe 2003; Keats 2000; Taylor and Bogdan 1998] among others.  This shows that, there 
is growing evidence of qualitative research interest and so are a number of points of departure.  
The increases bring with them so many different methods of data analysis, suggesting that; 
various possible data analysis approaches should be evaluated before they are selected for use.  
Therefore, I argued here that, the selected approach was appropriate to the nature of the study 
undertaken.  I need also emphasize that in this instance, &UHVZHOO¶V >@µ6SLUDO¶DSSURDFK
was effective in managing a large volume of data because it provided a clear and concise 
approach that suited the kind of data that I was dealing with. 
5.1.3. Participant Observation  
Observation is one of the oldest and most frequently employed techniques for collecting data in 
the field of educational and social research.  It is employed in the framework of quantitative as 
well as qualitative research [de Laine @ 3DUWLFLSDQWREVHUYDWLRQ UHIHUV WR UHVHDUFK µWKDW
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involves social interaction between the researcher and informants in the milieu of the latter, 
GXULQJZKLFKGDWDDUHV\VWHPDWLFDOO\DQGXQREWUXVLYHO\FROOHFWHG¶>7D\ORUDQG%RJGDQ
p. 24] 
 
For 6DSVIRUGDQG-XSS>@µWKHDLPRIFDUU\LQJRXWREVHUYDWLRQLVWKHSURGXFWLRQRISXEOLF
knowledge [empirical and theoretical] about specific issues...which may influence the 
EHKDYLRXURIWKRVHZKRDFFHVVLW¶>S@&RQYHUVHO\DFFRUGLQJWR$WNLQVRQDQG Hammersley, 
[1998] the observer has no influence over the situation being observed and can employ 
VWUXFWXUHGRUXQVWUXFWXUHGREVHUYDWLRQµ2EVHUYDWLRQWDNHVWKHIRUPRIZRUGVRUSLFWXUHVUDWKHU
than numbers- µD WKLFN GHVFULSWLRQ¶ HYHU\WKLQJ REVHUYHG LV recorded, studied and analysed: 
LQFOXGLQJ WKH VHWWLQJ SDUWLFLSDQWV GLDORJXH HYHQWV DQG WKH REVHUYHU¶V EHKDYLRXU >DFWLRQV@
SHUFHSWLRQVDQGIHHOLQJV¶>-RKQVRQS@ 
 
According to Johnson [ibid], observation is used as part of a broad approach to research, 
usually referred to as ethnography [ibid] and assumes the presence of the observer in a 
particular situation and collecting data about the activities in the setting under study.  
,QIRUPDWLRQLVUHFRUGHGILUVWKDQGµZLWKRXWKDYLQJWRUHO\RQWKHUetrospective or anticipatory 
DFFRXQWVRIRWKHUVPDNLQJREVHUYDWLRQDOGDWDRIWHQPRUHDFFXUDWH¶>6DSVIRUGDQG-XSS
p.59].  Johnson, [2005] argues that the observer is concerned with context, processes, patterns 
of behaviour and their meaning as relDWLQJ WR D SDUWLFXODU QDWXUDO VHWWLQJ µSKHQRPHQD DUH
REVHUYHGZLWKRXWDQ\LQWHUYHQWLRQRWKHUWKDQWKHREVHUYHU¶VSUHVHQFH¶>S@ 
 
However, Sapsford and Jupp, [1996] warn of the several ways observational data can be 
WKUHDWHQHG  µ)LUVW WKHUH LV WKH Sossibility of reactivity- ERWK SHUVRQDO DQG SURFHGXUDO¶ >LELG
p.88].  Personal reactivity occurs when subjects behave differently during observation sessions.  
In this research study, I was interested in process and meaning; how things happen, the patterns 
of behaviour of the sample and the possible effects of their interactions in the learning process.     
 
For [Sarantakos, 2005, Foster, 1996], the crucial research instrument is the observer, who 
collects data mostly by means of his or her sight, but also by means of other senses.  
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Conversely, Cohen et al., [2000] argued that observational data are attractive as they afford the 
UHVHDUFKHUWKHRSSRUWXQLW\WRJDWKHUµOLYH¶GDWDIURPOLYHVLWXDWLRQV 
Generally however, observational studies are defined by a spectrum of observation and follow 
clear contours as shown below.  This research study followed closely the suggested spectrums 
noted in figure 5.2 below.   
 
Figure 5.2.  A perspective summary of observational studies 
 
Defined by a spectrum of observation x Complete participant 
x Participant as observer 
x Observer as participant  
x Complete observer 
Defined by a spectrum of participant 
influence 
x Simple observation [no influence]  
x Contrive observation [active manipulation] 
Defined by a spectrum of data collection 
procedures 
x Structured observation 
x Systematic observation 
Structured observation x Researcher uses explicitly formulated rules for 
the observation and recording of behaviour 
x Rules inform what is observed and how noted 
x All people observed for same length of time 
using the same rules 
x Rules are articulated in an observation schedule 
or cording scheme 
x Aims at systematic recording so that it is possible 
to aggregate the behaviour of all those in the 
sample in respect of each type of behaviour being 
recorded. 
 
Source: [Bryman 2004, pp.-165-168] 
 
In this research study, all the observations took place at the school during deliveries of normal 
English lessons.  The data that was generated in this study was converted to written texts as 
transcripts as early as it was reasonably practical, usually immediately after the observations 
[same day] see data collection section.  However, at this juncture, it is worth noting that the 
observations used a non-structured schedule.  The participants were followed during their 
normal English lessons from September, 2005 to July, 2006.   
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5.1.4. Documentary data 
In ethnographic research, documental evidence can be a source of valuable information.  Weiss 
>@QRWHGWKDWGRFXPHQWVDUHµDJRRGSODFHWRVHDUFKIRUDQVZHUVDVWKH\SURYLde a useful 
FKHFNRQ LQIRUPDWLRQJDWKHUHG LQ DQ LQWHUYLHZ¶ >S@ :HLVV >LELG@ IXUWKHUSRVWXODWHG WKDW
when other techniques fail to resolve a question, documentary evidence can provide a 
convincing answer.  Conversely, Hammersley and Atkinson [1995] coQWHQGWKDWµLWZRXOGEH
hard to conceive of anything approaching ethnographic account without some attention to 
GRFXPHQWDU\PDWHULDOLQXVH¶>S@ 
 
I relied on some documents to provide me with secondary data.  For this purpose, I used 
SXSLOV¶ ZULWWHQ ZRUN WHDFKHUV¶ FRPPHQWV DQG SXSLOV¶ PDUNV VFKHGXOHV DQG UHSRUWV  7KLV
SURYLGHG PH ZLWK EDFNJURXQG LQIRUPDWLRQ DERXW WKH WHDFKHUV¶ ZULWWHQ FRPPHQWV DQG
expectations about particular children and a basis for interview questions. The school reports 
provided me with pertinent information on the overall performance of individual pupils and 
what is generally expected of the sample pupils.  
5.2.0. Sampling 
Denzin and Lincoln, [1994] postulate that many qualitative researchers employ purposive and 
not random sampling methods.  In this instance, a purposive sampling was used for this 
research study [Silverman 2006].  Mason [1996] defines theoretical or purposive sampling as: 
µD VHW RI SURFHGXUHV ZKHUH WKH UHVHDUFKHU PDQLSXODWHV WKHLU DQDO\VLV WKHRU\ DQG VDPSOLQJ
activities interactively during the research process, to a much greater extent than is statistical 
VDPSOLQJ¶>S@ 
 
Therefore, at design stage, I decided to look for schools that were most likely to provide 
samples from diverse backgrounds that were amenable to the research context.  So, I looked for 
schools that would provide a broad sample to choose from.  These were state schools that did 
not administer entrance examinations for pupils.  Considering the research topic, it was not 
helpful to involve sDPSOHVIURPµJUDPPDUVFKRROVRUSULYDWHVFKRROV¶ZKHUHSXSLOVDUHXVXDOO\
HQUROOHG RQ WKH VWUHQJWK RI WKHLU SHUIRUPDQFHV  7KLV ZDV LQOLQH ZLWK 'HQ]LQ DQG /LQFROQ¶V
[1994] observation on sampling choices.   
CHAPTER FIVE: MEETING DATA COLLECTION CHALLENGES 
 161 
 
Denzin and Lincoln, [ibid] contend that researchHUVµVHHNRXWJURXSVVHWWLQJVDQGLQGLYLGXDOV
where the processes being studied are most likely to occur, [p. 202], while for Silverman 
>@ µVDPSOLQJ LQ TXDOLWDWLYH UHVHDUFK LV QHLWKHU VWDWLVWLFDO QRU SXUHO\ SHUVRQDO LW LV RU
should be, theoretically grounded [p. 307].   
5.2.1. Choice of the site and samples 
In this research study, the site and subjects for this project were considered on the premise of 
WKHLU UHOHYDQFH WR WKH UHVHDUFKTXHVWLRQDQGRU WKHRUHWLFDOSRVLWLRQ  µ7KHRUHWLFDO VDPSOLQJ LV
coQFHUQHGZLWKFRQVWUXFWLQJDVDPSOH«ZKLFKLVPHDQLQJIXOWKHRUHWLFDOO\EHFDXVHLWEXLOGVLQ
FKDUDFWHULVWLFVRUFULWHULDZKLFKKHOSWRGHYHORSDQGWHVW\RXUWKHRU\DQGH[SODQDWLRQ¶>0DVRQ
1996, pp. 93-4].   
 
The research study was carried out using students, teachers and parents of an urban community 
college in Leicestershire, England.  The research interests focused upon the impact of formal 
and informal assessments on the self-esteem of pupils with borderline learning difficulties in 
mixed classes.  The students who partook in this research study were from years 7, 8, 9, and 
11, and were considered to be struggling in their learning. The other sample of the study were 
the English language teachers who were all from the English department of the college as well 
as the HoD of the department and three parents of the pupils who agreed to take part in the 
study.  The samples were selected on the premise that they showed some form of distress in 
coping with learning challenges, manifested some unwarranted behaviour and seemed to be 
feeling low and unhappy and were assumed to have low self-esteem.  
5.2.2. The sample for the observational phase 
A total of twenty-one [21] pupils, 11 boys and 10 girls, including 5 teachers and 1 HoD were 
observed for eight months during delivery of English lessons.  The pupils and the teachers 
were all from one school.  Below is a breakdown of the participants per category.    
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Figure 5.3. Breakdown of samples 
 
Year  Boys  Girls  Teachers  Parents  
7 3 4 1 male  
8 2 2 2 females  
9 3 1 2 females 1 female 
11 3 4 1 female 2 females 
Total  11 11 6 3 
 
Teachers for these grades [years] were interviewed to determine children perceived as 
PDQLIHVWLQJOHDUQLQJGLIILFXOWLHVIDLOLQJWRHQJDJHZLWKOHDUQLQJRUVKRZLQJVLJQVRIµORZVHOI-
HVWHHP¶ DQG ODQJXDJH GHILFLHQFLHV  7KLV LQLWLDO VWDJH KHOSHG WR NLFN VWDUW WKH REVHUYDWLRQDO
process.  Later a few more pupils were added to the list by the researcher.  The final list of 
pupils in the research study was not made available to the participating teachers.  Pupils in 
different grades were observed simultaneously during normal lesson deliveries.  The 
FRQFHSWXDO ZD\ IRU UHFRUGLQJ EHKDYLRXU XVHG µLQFLGHQWV¶ DSSURDFK DV VXJJHVWHG E\ /D3LHUH
[1934] in Bryman [2004].   
 
We can observe and record observations for quite long periods of time.  The observer 
watches and records more or less continuously.  We can record in terms of 
incidents...This means waiting for something to happen and then recording what 
follows from it [Bryman, 2004, p.166].  
 
5. 2.3. Rationale for Purposive Sampling  
I chose to use this approach over others because it is ideally suited for this research study 
because of the following flexibilities: 
x As new factors emerged, I had the flexibility to increase the sample in order to say 
more about them if I chose to; 
x The approach allows the researcher to focus on a small part of the sample in early 
stages of the research, using the wider sample for later tests of emerging 
generalisations. 
x Unexpected generalisations in the course of data analysis lead the researcher to seek out 
new deviant cases. [Silverman, 2006]  
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5.3.0. Practical Issues Regarding Data Collection 
It is imperative that the practical issues that underpinned data collection for this research 
project are clearly spelt out. I feel that this is necessary for a number of reasons.  Most 
importantly, there are connotations of validity and reliability issues entailed in the data 
collection process as well as some limitations that the study might have had, also implicated in 
the data collection phase.  The other importance of examining practical issues is that data 
collection in qualitative inquiry is negotiated between the researcher, the participants and other 
key people involved in the process of data collection, hence the need to inform the readers.   
 
The practical issues I raise illuminate the strenuous process of qualitative data collection and 
the rewards that followed the empirical research experience.  Therefore, the practical issues 
addressed in the subsequent sections that follow, put the data collection in perspective.  In this 
section, I aim to tell the reader the problems I encountered and how I negotiated a solution. 
5.3.1. Negotiating and Gaining Access 
Bell [1999] argues that no researcher should demand access to an institution, an organisation or 
to materials.  And Wellington, [2000] postulates that the business of access can seriously affect 
the design, planning, sampling and carrying out educational research.  Conversely, Vulliamy et 
al., [1990] observed that: 
 
In research settings there tends to be a hierarchy of consent, whereby those in positions of 
power grant permission for research to be done on individuals lower down the hierarchy 
and this can lead to understandable resentment which can only be overcome by 
reseaUFKHU¶VYHU\FDUHIXOPDQDJHPHQWRIWKHLUUROH>9XOOLDP\HWDOS@ 
 
Therefore, the problem of access required that I planned the research well in advance to 
minimise difficulties with gaining access to the research site, to participants and the setting of 
the study.  Participants themselves could deny access to the researcher for practical reasons, 
e.g. time or potential participants have something to protect [Cohen et al, 2000].  In addition, I 
had to be mindful of the methods of data collection aQG WKHLU VXLWDELOLW\ DQG µILWQHVV IRU
SXUSRVH¶LQUHODWLRQWRP\SRWHQWLDOSDUWLFLSDQWV 
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Bell [1999] argues that permission to carry out an investigation must always be sought at an 
early stage.  And so, the process of looking for an ideal school(s) began about a month earlier.  
I also thought it was feasibly easier to be accepted into Leicester City schools particularly in 
schools I had been acquainted with before as a supply teacher.  I had hoped that if I was 
granted permission, this would minimise the degree of resentment as postulated by Vulliamy 
[1990] referred to above.  Another consideration I made was to cut or minimise travelling costs 
as well as loosing time on travelling.  I decided from the onset to conduct the fieldwork phase 
of the research in Leicestershire where my family resided.   
5.3.2. Meeting the Requirements  
It is true that a journey of a thousand miles starts with a single step.  For my journey, that first 
step involved ironing a few practical issues with my initial supervisor; which included 
obtaining an enhanced CRB clearance check.  The clearance check is mandatory to anyone 
who is going to work with children or vulnerable adults.  Basically, a CRB is a criminal 
records check of would be teachers, social workers or carers who intend to work with 
vulnerable individuals for criminal records.  This done, I then sat on doing the field work.   
5.3.3. Meeting the Gate Keepers of the Community College 
Having worked at the community college before, I was knowledgeable of who the principal of 
the college and the HoD English were.  The only nagging feeling was whether the gate keepers 
still remembered me since a considerable time had lapsed between my last time at the college 
and now.  I also had a pretty picture of the times the college opens and closes and knew the 
names and telephone numbers of the gate keepers [i.e. the college telephone, email address and 
the college web address].  And so, while I ironed out a few technical issues such as obtaining a 
copy of the research ethics, obtaining a valid CRB record and having my research questions 
looked at by my supervisor, I decided to call the community college to request audience with 
the principal.  Upon presenting my story, the principal saw no need for a face to face meeting 
and so referred me to the HoD of the English department where my focus was.   
 
,ZDVPLQGIXOWKDWUHVHDUFKHUVQHHGWRHQVXUHWKDWQRWRQO\µDFFHVVLVSHUPLWWHGEXWLQIDFWLV
SUDFWLFDEOH¶>&RKHQHWDOS@6R,FDOOHGWKH+R'DQGPDGHDUUDQJHPHQWVWRPHHW
with her just before schools opened in September of 2005.  Time was set for Wednesday the 5th 
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of September, when the department held its departmental meeting.  I arranged to arrive an hour 
earlier so I could have time to brief the HoD on my research plans and proposals.  At this stage, 
I feel the need to indicate that I was polite and respectful during my discussion with the HoD 
and other members of the community college who came in to meet me [Vulliamy, 1990].  
 
Having met this requirement, I was then introduced to the rest of the departmental staff during 
beginning of term meeting the same day.  At this juncture, I was given the floor to explain my 
research and its aims, following which, teachers volunteered to allow my presence during 
lesson deliveries for the length of my study.  Four female teachers and one male teacher agreed 
to assist with my research.  The HoD also invited me to use her class as well bringing the total 
number to six teachers.  The research participants came from years 7, 8, 9 and 11. 
 
The next stage involved meeting the student participants and it was agreed that, at least a week 
ZRXOGODSVHWR OHWµWKLQJVVHWWOH¶EHIRUH,DGGUHVVHGWKHP 7KLVJDYHPHWLPHWRGUDZXSDOO
ethical documents that were deemed necessary for conducting an empirical research study [see 
the appendix section for details]  
5.3.4. Participants- the Teachers 
This section attempts to paint a picture of the six teachers in the study, a sense of their teaching 
experience, individual backgrounds, philosophies and carrier experiences.  Their teaching 
experience ranged from three years, to forty three years.  All six teachers volunteered to 
participate in this study.  Due to the anonymity stance adopted, pseudo initials were used to 
identify individuals for purposes analysis.  Mr BT is a mature and experienced teacher who has 
taught for five fears.  My assessment of Mr BT is of a temperamental but caring individual.  
Ms Bn is a single teacher and mum who is nearing retirement age.  Ms Bn has vast experience 
and claims to have done nothing but teach all her life.  Ms Bn claimed that she was 
knowledgeable to dealing with misbehaving pupils.  Both Mr BT and Ms Bn had experience in 
teaching heterogeneous classes.  However, my feeling was that Ms Bn found it difficult to deal 
with such pupils.  To me, she was not assertive and seemed partial when dealing with perennial 
offenders.  Ms Bn considered herself as an experienced teacher who should be respected.  She 
IHOWWKDWWKRVHSXSLOVZKRGLGQRWSURGXFHJRRGZRUNµVLPSO\GRQ¶WFDUH«LWDOOERLOVGRZQWR
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DWWLWXGH¶«,H[SHFWWKHPWRDWOHDVWWU\LQWKHFODVVURRP¶0V%QDUJXHVµ,GRQ¶WOLNHDVWXGHQW
WRFRPHLQDQGMXVWRFFXS\VSDFH¶ 
 
Ms Cn. is in her early thirties, a degreed English teacher who seemed very assertive, firm and 
impartial.  The other lady teacher was Kl who taught year eight.  Ms Kl seemed to be a 
disciplinarian, a tough talker a no nonsense teacher.  Girl pupils hated her and openly accused 
KHURIEHLQJUDFLVWµ:HZDQW0V.OILUHG6KHLVDUDFLVW¶WKH\FODLPHG  This is despite the 
fact that Ms Kl is Moslem and those who accused her of being racist were also Moslem.  
However, the deference lay in their nationalities.  Ms Kl is a British Moslem while the pupils 
are foreigners 
 
The other teacher taught year 11 and was the only teacher who was trying to incorporate 
DVVHVVPHQW IRU OHDUQLQJ LQ KHU VW\OH RI WHDFKLQJ  $FFRUGLQJ WR '¶V WHDFKLQJ SKLORVRSK\
WHDFKHUVVKRXOGµGRWKHEHVWWKH\FDQWRDVVLVWVWXGHQWVWRSURJUHVVLQWKHLUOHDUQLQJDELOLW\WR
help them discoYHUZD\VWRFRQWLQXHOHDUQLQJ¶,EHOLHYHWKDWWHDFKHUVµVKRXOGKDYHWKHULJKWWR
teach in their own way, from their own personalities, and from their own experiences.  For me, 
this teacher presented herself as an appreciator of diversity and a non-authoritarian with a 
casually forgiving attitude.  She avoided confrontations with students hence; there were very 
isolated cases of in discipline in her class.  Pupils were always occupied or maybe because 
students were mature and were studying for their year 11 exams.  
 
Ms KK who is also the HoD presented herself as a hard working individual and a good leader 
RIKLJKLQWHJULW\6KHFRQWHQGVWKDWWHDFKHUVVKRXOGµIHHOFRQILGHQWDERXWZKDWWKH\DUHGRLQJ
be open to be ready to embrace new ideas, believe in what they are doing and realize that 
GLIIHUHQWDSSURDFKHVDUHQHHGHGEHFDXVHVWXGHQWVDUHGLIIHUHQW¶)RU0V..µWHDFKLQJUHTXLUHV
psychological work, especially where students are experiencing a lot of frustration, and 
IDLOXUHV¶  7HDFKHUV VKRXOG DOZD\V µJive students something they can cheer about too, 
VRPHWKLQJ WRHQFRXUDJH WKHP WREHOLHYH WKDW WKH\FDQDFKLHYH¶0V..EHOLHYHV LQKDQGOLQJ
prejudices and conflicts directly and explicitly in individual classroom although it is not always 
the case.  As a result, Ms KK claims administrative work is more taxing than teaching pupils.  
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5.4. Limitations of Being a Foreigner  
In this section I discuss some of the political dilemmas and limitations of being an outsider, 
first, as an African researcher and secondly as a foreigner undertaking research in a Western 
country.  I acknowledge that the research is limited by my gendered and foreigner perspective.  
Other limitations include being a conspicuous outsider whom some students and teachers were 
suspicious of throughout the duration of the research.  The research was also limited by the fact 
that some teachers appeared to present good impressions of their expertise and thus painted a 
SLFWXUHRIWKHPVHOYHVDVVXFK3XSLOVWRRWULHGWRPDNHWKHWHDFKHUV¶OLYHVPRUHdifficult than 
XVXDOEHFDXVHRIWKHSUHVHQFHRIµDIRUHLJQHU¶ 
 
Vulliamy et al., [1990] argue: 
Qualitative research methodologies are often viewed as posing particular problems of 
political acceptability, because they tend to probe sensitivities which can safely be 
avoided or buried in the apparent neutrality of numbers [Vulliamy et. al., 1990, p. 22]. 
 
9XOOLDP\ HW DO V¶ >@ VWDWHPHQW KDXQWHG P\ PHPRULHV ZKHQ , QHJRWLDWHG DFFHVV WR WKH
research site and participants involvement in the research study. As established in the literature 
review [chapter two], the education sector is a politically contested arena.  And so, the political 
dilemmas of carrying out international research demand that I make my political and value 
position explicit [Hall and Hall, 1996; Vulliamy et al., 1990; Said, 1993].  It is one of the 
criteria for measuring the successes of political regimes.  And therefore, public condemnation 
of the quality of education being provided by the state is an overt condemnation of the political 
establishment of the time. 
 
Thus, my political value position as a researcher is paramount in the construction of knowledge 
[Denzin 1989].  Therefore, a non judgemental, non partisan position underpinned the thinking 
and writing of this thesis.  The following quote explains why it is crucial that my value and 
political positions are understood. 
I do not believe that authors are mechanically determined by ideology, class, or 
economic history but authors are, I also believe, very much in the history of their 
societies, shaping and shaped by that history and their social experience in different 
measure [Said, 1993, p.xxiv] 
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6DLG >LELG@ VWDWHV WKDW WKH DXWKRU¶V ZULWLQJ DUH VKDSHG E\ WKH VRFLHW\ LQ ZKLFK WKH ZULWHU LV
immersed.  As a foreigner I was a conspicuous outsider and there were obvious limits to the 
H[WHQW WR ZKLFK , FRXOG µEOHQG LQWR WKH IDEULF RI WKH V\VWHP , UHVHDUFKHG¶ >9XOOLDP\ HW DO
1990, p. @ 7KHUHZHUHKRZHYHUQRWDEOHFKDQJHV LQVRPHWHDFKHUV¶DQGSXSLOV¶DWWLWXGHV
towards me when they unGHUVWRRGZKR,WUXO\ZDVDQGGRLQJDWµWKHLUVFKRRO¶>DQLQGHSHQGHQW
researcher].  My previous involvement with the school as a supply teacher helped to lower the 
temperatures.  However, even up to the end of the research, my presence was not wholly 
approved of by some teachers within the department. 
 
Similarly, Choksi and Dyer [1997] while carrying out a research in Indian schools noted that 
WHDFKHUV¶SHUFHSWLRQVRIUHVHDUFKHUVZHUHWKDWRIRXWVLGHUVZKRKDGSUREDEO\FRPHWRORRNIRU
problems since primary schools were rarely visited by anyone except inspectors, whose visits 
ZHUHDVVRFLDWHGZLWK IDXOW ILQGLQJ  µ7HDFKHUVGLGQRW UHDOO\XQGHUVWDQG ZK\ ZHZHUH WKHUH
DVNLQJDOOWKRVHTXHVWLRQVDQGZHUHVXVSLFLRXVRIXV¶>&KRNVLDQG'\HUS@ 
 
Therefore, with this in mind, my main challenge with teachers and pupils was building up trust.  
For Mason [1996] trust is to do with honesty, ethics and politics.  I was, to the best of my 
knowledge truthful and honest with the teachers and pupils about my reasons for doing the 
research [a PhD].  Therefore, developing and sustaining this trust was critical to the research 
since the teachers had no way of knowing how I would use their narratives upon leaving their 
school.   
 
My interpretations were based upon specific observations which both pupils and teachers 
presented me with.  During the early days, the teachers presented me with the image of 
hardworking, tolerant professionals which was sometimes more accurate than at other times.  
Pupils too were quick to QRWLFHWKLVVXGGHQFKDQJHLQWHDFKHUV¶EHKDYLRXURIEHLQJOHQLHQWDQG
WROHUDQW WR PLVFKLHI   7KXV IURP WKH FRQWUDGLFWRU\ DQG PXOWLSOH WUXWKV WKH LGHDO µVHOI DV
WHDFKHUV DQG SXSLOV¶ ZHUH SUHVHQWHG  6\QRSVHV DQG LQGLYLGXDO DQDO\VHV RI WKH WHDFKHUV¶
characters will be discussed under appropriate headings. 
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5.5.0. Data Collection Procedures 
µ'DWDLVVHHQQRWDVVRPHWKLQJµRXWWKHUH¶WREHFROOHFWHGRUFDSWXUHGEXWDVVRPHWKLQJFUHDWHG
WKURXJK D VRFLDO SURFHVV¶ >+DOO DQG +DOO  S@  +DOO DQG +DOO >Lbid] further contend 
that, in ethnography, data is generated through social interaction between the researcher and 
SDUWLFLSDQWVµVRWKDWWKHUHVHDUFKLWVHOILVDFUHDWLYHSURFHVVZKLFK\RXZLOOEHSDUWRI¶>LELG@.  
7KXV :HOOLQJWRQ >@ DUJXHV µTXDOLWDtive research leads to one major consequence: 
qualitative research produces large amounts of data!  Data are lengthy and, by definition, 
YHUERVH LH PRVWO\ LQ WKH IRUP RI ZRUGV¶ >S@  &RQYHUVHO\ HWKQRJUDSKLF UHVHDUFK DQG
qualitative inquiry rely on WKHFROOHFWLRQRIGDWDVSHFLILFWRDQDFWLYLW\DVLWLVµVWUHWFKHGRYHU
WKH VRFLDO DQG VLWXDWLRQDO FRQWH[WV¶ >6SLOODQH HW DO  S@  6LQFH WKLV FKDSWHU LV RQ
participant observation, emphasis will be on field notes.  So, in the following sections, the 
means of data collection and rationale is examined.  
5.5.1. The Field Notes  
May [2002] argues that field notes and research journals are not a new phenomenon.  They 
KDYHORQJEHHQXVHGµWRUHFRUGWKHIHHOLQJVHPRWLRQVDQGSHUVRQDOLGHQWLW\ZRUNWKDWFan come 
ZLWKSURORQJHGUHVHDUFKHQJDJHPHQW¶>S@7KLVREVHUYDWLRQDVVLVWHGPHZLWKP\ILHOGZRUN
and note writing.  Furthermore, May [ibid] asserts that field notes are private texts and are 
UDUHO\ VKDUHG LQ WKHLU UDZ IRUPµTXRWHG ILHOG-note extracts DUH XVXDOO\ WLGLHG XS RU HGLWHG¶
[p.318].  This is equally true of this research study as quotes and extracts are used in the data 
analysis rather than the entire field notes. 
 
)RU%U\PDQ>@µWKHVHVKRXOGEHIDLUO\GHWDLOHGVXPPDULHVRIHYHQWVDQGEHhaviour and the 
UHVHDUFKHU¶V LQLWLDO UHIOHFWLRQVRIZKDWHYHU LVREVHUYHGRUKHDUG¶ >S@/LNHZLVH , MRWWHG
down notes of events however brief every time something interesting cropped up.  Later on, at 
the end of the day, sat down to write full vivid and clear field notes that included location, the 
numbers of the samples involved, the activities observed, date and time of the observations.  
These were then word processed and safely stored in the computer.     
 
The first of my field notes exhibit descriptive notes of the identified sample per class followed 
by step-by-step accounts of individual samples.  Reactions or behaviours by the non-participant 
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VWXGHQWV WKH RQHV , ZRXOG FDOO µVLOHQW SDUWLFLSDQWV¶ >VWXGHQWV ZKR GLUHFWO\ RU LQGLUHFWO\
contributed to or influenced the overall behaviours of the samples] are not detailed but 
mentioned in passing.  It has been noted that there is no clear step-by-step method to carrying 
action research in practice since every study is unique. There exist many structured approaches 
but no unified approach. The current study was informed by the suggested approaches in figure 
2.1 as discussed by Hart, [2000] [see p.116 of the thesis].  
5.5.2. Practical Approaches to the Participation- Observation Method 
 
According to Morrison [1993], observations enable the researcher to gather data on the 
physical setting, the human setting, the interactional setting and the programme setting.  Other 
advantages include providing information about the environment and behaviour of those who 
cannot speak; sees what participants cannot see and provides information about those who will 
not take part one way or the other.  Also, data from observation can be useful check on and 
supplement to, information obtained from other sources [triangulation]. 
 
Nonetheless, like any other research method, the observation method has its own limitations as 
a research tool.  According to Sapsford and Jupp [1996] sometimes, the observation method s 
UHQGHUHGXVHOHVVEHFDXVHµWKHVRFLDOQRUPVVXUURXQGLQJWKHHYHQWor behaviour do not usually 
SHUPLWREVHUYDWLRQEHFDXVHWKHEHKDYLRXUGHOLEHUDWHO\DYRLGVREVHUYDWLRQ¶EHFDXVHRIYDULRXV
UHDVRQV>S@$OVREHFDXVHµSHRSOHPD\FRQVFLRXVO\RUXQFRQVFLRXVO\FKDQJHWKHZD\WKH\
behave because they are being observed...behaviour may be inaccurate representations of how 
WKH\EHKDYHµQDWXUDOO\¶¶- reactivity [ibid].  And, since the observer has the final say of what is 
WREHREVHUYHGZKDWQHHGV UHFRUGLQJ µLWPXVW WKHUHIRUHEHHPSKDVLVHG WKDWREVHUYDWLRQVFDQ
never provide us with a direct representation of reality...what the observer obtains...are 
FRQVWUXFWHGUHSUHVHQWDWLRQVRI WKHZRUOG¶>6DSVIRUGDQG-XSSS@ 3ULRUNQRZOHGJH
can also bias the researcher and on the financial side, time consuming and costly as compared 
to other cheaper and broadly used methods such as interviews and questionnaires [Sapsford 
and Jupp, 1996].  
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5.5.3. Note Taking and Interpretation 
'DWDFROOHFWLRQSURFHGXUHVIRUWKLVSKDVHRIWKHUHVHDUFKVWXG\ORRNHGDWZKDWZDVµKDSSHQLQJ
in sitX UDWKHU WKDQ DV VHFRQG KDQG¶ >3DWWRQ  SS -205] and were influenced by 
ethnographic paradigm with triangulation as a way of increasing validity.  The tools selected 
for data collection in this phase were unstructured classroom participant observations and 
participant critical log schedules [with free flowing-text produced by the researcher] as 
suggested by Taylor-Powel and Renner [2003]. These tools were appropriate for data 
collection as they provided answers to the research questions, which were provided by way of 
descriptive accounts that resulted from watching and listening.   
 
Patton [1990] noted that observations enable researchers to understand the context of the 
programmes, to be open-ended and inductive, to see things that might otherwise be 
unconsciously missed, to discover things that participants might not freely talk about in 
interview situations and to move beyond perception-based data, and to access personal 
NQRZOHGJH+RZHYHUµLWVKRXOGEHQRWHGWKDWILHOGQRWHVDUHQRWµUDZ¶GDWD since they come 
HQFRGHGZLWK WKHDXWKRU¶VFRQVFLHQFHXQGHUVWDQGLQJVDQG LQWHUSUHWDWLRQV¶>GH/DLQHS
148].  The reality of fieldwork is that involvement covers not only being an observer, but also 
being an actor, author, teller and writer [ibid]. 
 
,W KDV EHHQ SRVWXODWHG WKDW FDUHIXOO\ DQG V\VWHPDWLFDOO\ UHFRUGHG REVHUYDWLRQV RI µVOLFHV RI
HYHU\GD\OLIH¶JHQHUDWHULFKO\GHWDLOHGDFFRXQWVRISUDFWLFHVUDUHO\REWDLQHGWKURXJKLQWHUYLHZV
alone, and can provide deep insights into social practices, events and processes [Lankshear and 
Knobel, 2004].  In comparison with the other techniques of data collection, the main 
advantages of the observation method are that I had direct data collection since I was a  
participant observer in the situation under study; that  data were collected in the natural setting; 
through participant observation, I managed to acquire data which cannot be obtained with other 
techniques; also through participant observation, I could manage to verify the validity of 
UHVSRQVHV µVLQFH REserving the situation, the researcher finds out whether people do as they 
VD\¶>%U\PDQS@ 
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5.5.4. The Early Days of Observations 
At this juncture, I must point out that during the first days in the fieldwork, I was very 
uncomfortable and was at first not so sure about my footing.  So, I decided that my first 
encounter with the participants was going to be just for acclimatisation to the new roll as a 
researcher.  I was rather overwhelmed by the amount of information that I received within a 
very short time which gave me a rough picture of what was coming.  I however, used this 
window of opportunity to brief and inform the participants the purpose of my observation, and 
roughly how long I would be attending their classes.  I also used this time to fuse into the 
V\VWHPDQGWROHDUQWKHJURXSV¶FXOWXUHDQGWULHGWREHFRPHDPHPEHURIWKHFODVVHVWKDWZHUH
being observed.  As I became accustomed to the research setting, I took opportunity to identify 
the kinds of behaviour prevalent. 
 
For this study, I adopted an ethnographic or unstructured observation as it is characterised by 
flexibility and minimum pre-VWUXFWXULQJ >6DSVIRUG DQG -XSS @  µ7KH RULJLQV RI OHVV-
structured observation lie in anthropology and in the application of its ethnographic approach 
WRWKHVWXG\RIFRPPXQLWLHVDQGJURXSVLQLQGXVWULDOLVHGVRFLHWLHV¶>LELGS@7KLVDSSURDFK
minimised the influence of preconceptions as I approached the observation with a relatively 
RSHQPLQG,IRFXVHGRQSXSLOV¶EHKDYLRXUVUHDFWLRQVDQGattitudes as they interacted with the 
teacher and with other students.   
 
Of particular interest to me, were their reactions to feedback and comments from fellow 
students as well as those from the teacher.  During the activities or individual work times, I 
assumed the roll of teacher assistant.  This roll accorded me time to get very close to and 
interact with my samples without telegraphing my intentions but remaining relatively 
unobtrusive.  That way, I managed to move from one sample to another without disturbing and 
alerting individuals that they are being watched or targeted all the time.  The observation aimed 
to provide support to the data generated by interviews and critical incident log entries, in some 
instances.  I need to make it clear though, that my consent and relationship with pupils was that 
RIDµVWXGHQWUHVHDUFKHU¶7KHDVVXPHGDVVLVWDQWWHDFKHUZDVMXVWDFRQYHQLHQWZD\RIWKDQNLQJ
the teachers and pupils for accepting to partake in the research study, as well as a way of 
getting closer to the sample without prejudicing my welcome.  
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The observation focused on the classroom, particularly the way the student teachers taught 
their lessons.  I produced a descriptive account as a result of watching and listening to student 
WHDFKHU¶VOHVVRQVHVVLRQV'XULQJWKHµWHHWKLQJ¶GD\VRIWKHSDUWLFLSDQW-observation, I found it 
difficult to jot down my observations and comment at the same time.  So, I decided to use 
symbols on the margins that represented actions and then after the observations wrote down the 
comments.  This assisted me to keep abreast with observations.  Later, I thought that tape 
recording would be used as a back up although, I continued with jotting down my comments 
reactions and feelings. 
5.5. The College Hallways 
The community college consists of a three winged; two storey building that forms a capital 
OHWWHUµ<¶IURPDELUG¶VH\HYLHZ +DOOZD\VDUHWRRQDUURZQRLV\DQGRIWHQFURZGHGGXULQJ
inter lesson changes.  A lot of activities [pleasant and unpleasant] such as chit-chats, bullying 
and shoulder nudging are observed in these hallways when pupils move from lesson to lesson.  
The most vulnerable pupils get caught up in the unpleasant hallway activities such that they are 
almost always late for their next lesson.  Those caught up iQWKHµKDOOZD\DFWLYLWLHV¶VRPHWLPHV
end up in deeper trouble with the next teacher, leading to detentions and sanctions met by the 
unfortunate pupils. 
5.6. Reflexivity and Reflectivity 
As a researcher, it is imperative that I put myself in the picture by explaining how I gained 
access to my participants, and explain the research process by giving full insights in the nature 
RIUHIOH[LYLW\>+DOODQG+DOO@5HIOH[LYLW\PHDQVµWKHVHOI-awareness researchers should 
have developed throughout the study aERXWKRZWKH\LQIOXHQFHGWKHUHVXOWV¶>LELGS@µ7KH
UHVHDUFKHUDIIHFWVWKHUHVHDUFKHG«WKHUHVHDUFKHULQIOXHQFHVGLVWXUEVDQGDIIHFWVZKDWLVEHLQJ
UHVHDUFKHGLQWKHQDWXUDOZRUOGMXVWDVWKHSK\VLFLVWGRHVLQWKHSK\VLFDOXQLYHUVH¶>:HOOLQJWRQ
[20 S@  6RPHWLPHV UHVHDUFKHUV¶ ELDV FDQ LQIOXHQFH WKH RXWFRPH RI UHVHDUFKHG ZRUN
KHQFHWKHQHHGWRLQIRUPWKHUHDGHUVKRZWKHUHVHDUFKHU¶VDQGWKHUHVHDUFKHGZKHUHDIIHFWHGE\
this researcher bias.  This stands calls for the researcher to be reflective [Wellington [2000].   
 
Accordingly, Wolcott [1995] argues: 
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I regard bias as entry-level theorising, a thought-about position from which the 
researcher as inquirer feels drawn to an issue or problem and seeks to construct a firmer 
basis in both knowledge and understanding [p.186].  
 
7KXVDFFRUGLQJWR:HOOLQJWRQ>@EHLQJµUHIOHFWLYH¶LVSDUWRIDPRUHJHQHUDODSSURDFKWR
UHVHDUFKSURFHVVKRZLWZDVGRQHDQGZK\DQGKRZLWFRXOGKDYHEHHQLPSURYHGµUHIOHFWLRQ
is an important part at every stage, i.e. in formulating questions, deciding on methods, thinking 
DERXW VDPSOLQJ GHFLGLQJ RQ SUHVHQWDWLRQ DQG VR RQ¶ >S@  7KHUHIRUH DW WKLV VWDJH RI WKH
research, I am obliged to reflect on my researcher effect; how my gender, race or age might 
have affected the way I interacted with the participants.   
 
According to Wellington [2000] reflection is: 
an important part of every stage, i.e. in formulating questions, deciding on methods, 
WKLQNLQJ DERXW VDPSOLQJ GHFLGLQJ RQ SUHVHQWDWLRQ DQG VR RQ«WKHVH UHIOHFWLRQs and 
HYDOXDWLRQVVKRXOGEHSXWLQWRSULQWLQUHSRUWLQJWKHUHVHDUFKDQGJRLQJSXEOLF¶>S@ 
 
$FFRUGLQJO\ +DPHUVOH\ DQG $WNLQVRQ >@ HVSRXVHG WKDW µUHIOH[LYLW\ UHTXLUHV H[SOLFLW
recognition of the fact that the social researchers and the research act itself, are part and parcel 
RIWKHVRFLDOZRUOGXQGHULQYHVWLJDWLRQ¶>S@ 
5.7. Positionality  
 
According to May [2002 p. 185] the researcher usually listens to a story or makes an account 
but has no place to intervene or do anything with the account except to produce an academic 
narrative.  This means setting boundaries to guard against intrusive feelings.  Conversely, 
Mouton [1996] postulated that the researcher could become a source of inaccuracies because of 
WKHQDWXUHRIWKHUHVHDUFKHU¶VFKDUDFWHUistics and orientation  
 
With regards to this research, I having experienced the plight of pupils who experienced failure 
in learning, I was weary of a strong possibility that I could easily identify with the data being 
presented by these pupils.  This would lead me into sympathising rather empathising with the 
pupils.  To guard against this possibility, I brought to the research study a genuine, open 
LQWHUHVWLQWKHSDUWLFLSDQWV¶QDUUDWLYHV 
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5.8. Example of an Observed Lesson 
Date: [Tuesday]: 05/10/05  
 
Time: 0840 hrs. [Day 3 of participant observations] 
 
Class: Year 7 No. of students 28 [14 boys and 14 girls] 
 
Class teacher: Mr BT 
 
As this was my first day to start the research observations in earnest, I got to the classroom 
about 5 minutes earlier since I wanted to observe how the participants would come in and 
settle.  I sat on a chair provided me, in the far corner at the back of the class where I had been 
authorised to sit by the class teacher.  Pupils sat in five rows made up of twin setters; one 
behind another facing the board.  There were no mixed pairings in this class. 
 
,QWKHFRUQHUGLUHFWO\RSSRVLWHWKHRQH,VDWZHUHWKHFODVVWHDFKHU¶VFKDLUWDEOHDQGFRPSXWHU
GHVN  2Q D WHOHYLVLRQ EUDFNHW DERYH WKH WHDFKHU¶V WDEOH ZHUH D VHW RI WHOHYLVLRQ and video 
player.  Anxiously, I jotted down the class information and anything to go with the 
observations that I intended to carry out which included: the topic, time of observation, the 
number of pupils and the date.   
 
Just then, there were noises, squeals, laughter and a bit of stampede and rushing and suddenly 
dead silence.  I looked up and saw Mr. BT by the door just staring at the mischief makers.  
µ<RXDUHDPLQXWHODWHDQG\HW\RXFDQ¶WPDNHIRU WKDWE\EHLQJVLOHQW  Now, leave all your 
noise behLQGDQGZDONLQTXLHWO\¶7KDWZDV0U%7WKHFODVVWHDFKHU3XSLOVHQWHUHGLQVLQJOH
file and the language assistant followed them immediately. 
 
Mr BT immediately called the register.  There was trouble after [B1] [pseudo name] said 
µSUHVHQW¶LQSODFHRf another [B2] who was busy conversing with another boy about a pen.  Mr 
B did not take it lightly.  He ordered B1 to shut up, stand and remain standing until he finished 
role calling names for the register.  In the mean time, the class assistant had moved to B2, 
pleading with him to pay attention while the register was being marked.  When it was done, Mr 
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BT then gave them a bit of lecture on the need to pay attention when the register was being 
called as well as walking quietly and quickly for his lessons.   
 
µ&RPLQJODWHWRP\OHVVRQZLOOQRWEHWROHUDWHGDQGVSHDNLQJZKHQ,DPPDUNLQJWKHUHJLVWHU
ZLOOEHDVNLQJIRU WURXEOH¶KHVDLG 7KHQWXUQHG WRWKHVWDQGLQJ0RKU-A, warned him before 
letting him sit down.  B1 was asked to remain behind after the lesson.  The whole saga lasted 
11min.  There are about five pupils in this class whose handwriting is unreadable; behaviour of 
the other two is bad and sometimes destructive and so focus was on them and how the teacher 
would engage/assist them to learn.  I would contend that the class was structured in order to 
split perennial trouble makers. 
 
7KHQ0U%WKDQNHGWKRVHZKRSDLGDWWHQWLRQEHIRUHKHZURWHµ6SHHFK0DUNV¶RQWKHERDUGDQG
WKHQDVNHGµZKDWGR\RXXQGHUVWDQGE\µ3XQFWXDWLRQPDUNV"¶ 
 
Answers came from DOOIRXUFRUQHUVµFRUUHFWDQGZURQJDQVZHUV¶  Then the assistant teacher 
VKRXWHGµ\RXDUHQRWDEXQFKRISULPDU\VFKRROFKLOGUHQ\RXDOONQRZWKDWZHUDLVHRXUKDQGV
GRQ¶W\RX"¶ 
 
µ1RZOHW¶VEHRUGHUO\DQGUDLVHRXUKDQGV LIZHZDQW WRJLYHDQVZHUV¶VDLG0U%7 µ<HV - 
%¶ 
 
Th. is of African origin and one of my research subjects in this group.  µ:KHQ ,DPZULWLQJ
VHQWHQFHV¶KHDQVZHUHG 
 
µ:ULWLQJZKDWVHQWHQFHV"¶SUREHG0U%7 
 
B3 was quiet for some seconds then, - µZULWLQJVHQWHQFHVDERXWVRPHRQHRUVRPHWKLQJ¶ 
 
0U%µ2ND\OHW¶VVWDUWIURPWKHEHJLQQLQJ:KDWGR\RXILQGDWWKHVWDUWRIDVHQWHQFH"¶ 
 
7KHUHZHUHQRDQVZHUVDQGVR0U%7KDGWRUHSKUDVHKLVTXHVWLRQµ:KHQGRZHXVHFDSLWDO
OHWWHUV"¶ 
 
A number of hands shot up and Mr BT. SRLQWHG WR DQ $VLD JLUO ZKR DQVZHUHG µ$W WKH
beginning of sentences!  
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Right, where else? Asked Mr BT. - µWKLQNRIQDPHV¶ 
 
3HRSOHV¶QDPHVVKRXWHG;DER\RI6RPDOLRULJLQ7KLVWLPHQHLWKHU0U%7QRUKLVDVVLVWDQW
cautioned him for speaking out of tuUQ µ*RRG¶ ZKDW HOVH" 5HPHPEHU ZKDW ZH GLG RQ
0RQGD\ +RZ DERXW SHWV¶ QDPHV DQG FLWLHV UHPHPEHU"  :KDW GR \RX SXW DW WKH HQG RI D
VHQWHQFH"0U%7DVNHGSRLQWLQJWRDJLUORI$VLDQRULJLQµ$IXOOVWRS¶VKHUHSOLHGFDOPO\
and with a very low voice.  
 
The language assistant chipped in by asking her to speak louder, but it made no difference as 
she did not increase her volume.  Then Mr BT. repeated the answer she gave for the benefit of 
the rest of the class.  
This recap took about 15 minutes.  Mr BT. VDLGµ,ZDQW\RXDOOWRWDNH\RXUERRNVUH-write the 
following sentences putting the correct punctuation marks, capital letters and full stops.  
 
I then, stood up and went around observing and offering help to pupils who appeared to be 
struggling.  I tooNDSHHSDW7K¶VZRUN+HZDVQRWZULWLQJDQGKDGQRWHYHQZULWWHQWKHGDWH
yet.  I moved on as I wanted to see when he would start writing. About six minutes later, he 
still had not started writing.  Instead, he was in a bit of a mess with his pen, that appeared not 
to be writing and so he was trying to fix it.  When the bell rang, he was among the first ones to 
pack their books. 
 
0U %7 WKHQ FDOOHG IRU RUGHU DQG VDLG µWKRVH ZKR KDYH QRW ILQLVKHG GR WKDW ZRUN DV \RXU
homework.  Now put your chairs behind your desks and wait.  Only those who are quite will 
go.  There was dead silence and everyone was behind their chairs.  Mr BT. then asked them to 
leave.   
 
I thanked Mr BT. and went on to my next participant observation lesson. 
Taylor and Bogdan [ibid] argXH µTXDOLWDWLYH GDWD DQDO\VLV LV DQ LQWXLWLYH DQG LQGXFWLYH
process, most qualitative researchers analyze and code their own data... Data analysis is a 
G\QDPLFDQGFUHDWLYHSURFHVV¶>7D\ORUDQG%RJGDQS@The research design for this 
thesis however, provided for a triangulation of data collection methods that included 
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participant observations, interviews, administering questionnaires and documental evidence.  
µ,QWHUYLHZLQJ DQG REVHUYDWLRQ VKDUH D VHW RI FRQFHSWXDO DQG SUDFWLFDO WRROV IRU DUUiving at 
WKHRUHWLFDOFRQFOXVLRQV¶>0D\S@ 
 
This lesson extract is an example of many classroom events and practices that were conducted 
over and over during my stay at this community college.  I must also concede here that, while 
my main focus was on the participants, I found that my field notes also had more of other 
students other than participants.  
 
Comments on participant observations 
$VIDUDVSDUWLFLSDQWREVHUYDWLRQVKDYHJRQHVRIDU,¶YHREVHUYHGTXLWHDELW
RIVRPHSXSLOV¶SDVVLYLWy during oral lessons and not so much effort from some 
of the teachers to try and involve these pupils in class deliberations.  What is 
this telling me?  $ ORWDERXW WHDFKHUV OHDYLQJ VWUXJJOLQJ SXSLOV µWR WKHLU RZQ
GHYLFHV¶ SUHVVXUH RQ WHDFKHUV WR FRPSOHWe the task before hand, uncertainty 
among teachers on how to deal with such pupils at this level.   
5HVHDUFKHU¶VORJ 
5.9. Making Sense of the Data 
In an effort to make sense of the whole field notes database, I employed analytic procedures 
that µFRQIRUPV WRDJHQHUDOFRQWRXU«WKHFRQWRXU LVEHVWSUHVHQWHG LQ D VSLUDO LPDJH«DGDWD
DQDO\VLVVSLUDO¶DGDSWHGIURP>&UHVZHOOS@,DOVRFRQVXOWHGWKHUHVHDUFKHU¶VORJIRU
cues in an effort to understand what is concealed by the emergent data.  One such log informed 
that:  
µYesterday I interviewed a participant girl who prefers to sit in the corner to 
DYRLGSDUWLFLSDWLQJDQGEHLQJQRWLFHGDQGZDQWVWREHOHIWWRKHUµRZQGHYLFHV¶
These are pupils who teachers have said are affected by very low self-esteem.  
4XHVWLRQVQHHGWREHDVNHGWRHVWDEOLVKWHDFKHUV¶XQGHUVWDQGLQJRIVHOI-esteem, 
WKHVH ZLOO SURYLGH VRPH LQFLWH LQWR WHDFKHUV¶ EHOLHIV DQG DWWLWXGHV WRZDUGV
SXSLOV¶VHOI-esteem. 
 
[5HVHDUFKHU¶V/RJ14/05/06] 
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Below is a diagrammatical reprHVHQWDWLRQRI&UHVZHOO¶V>LELG@VSLUDOLPDJH>ILJXUH@ 
 
Figure 5.7. The Data Analysis Spiral  
 
Procedures                                                                                          Examples 
  
                                                                                                        Account 
                                                                                                                   
                                                                                                                 Matrix, trees,  
Representing,                                                                      ----------------propositions ------Questions? 
Visualizing   ---------------------                                                                                           
                                                                                                                                                                 
                                                                                                        
                                                                                                                 Context, 
Describing                                                                               ------------Categories, -------Questions?                                    
Classifying,   -----------------------                                                            Interpreting                                                              
Comparisons                                       
                    
Reflecting,                                                                                ----------Writing notes ------ Questions                                   
Reading,---------------------------                                                             across questions   
Memoing                                                                                                     
                                                                                                      
Data                                                                                             -------- Files, Units-------Questions + 
Managing--------------------------                                                              Organize--------more literature  
                                                                                                                                 search 
Data collection                                                                                        
[Text, images]----- 
 
 
 
Source: [Creswell, 1998, p.143] 
This approach was instrumentally important during simultaneous data gathering and analysis 
stages fRU RUJDQLVLQJ GDWD WR EH PHDQLQJIXO  )RU LQVWDQFH , VRUWHG GDWD LQWR µILOHV DQG
FDWHJRULHV¶ZLWKFRPPRQWKHPHV WKHQUHIOHFWHGRQ WKHVH WKHPHV WRPDNHVHQVHRI WKHVWRULHV
being told.  This action led to questions being asked and answers sort for leading to directed 
REVHUYDWLRQFXOPLQDWLQJ LQWRDVSLUDOSURMHFWLRQDVVKRZQE\&UHVZHOO¶V>@GLDJUDPRYHU
leaf.  However, for the full analysis followed, [see chapters four and six respectively].  
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Thus Creswell [1998] writes: 
Data management, the first loop in the spiral, begins the process.  At an early stage in the 
analysis, researchers organize their data into files folders, index cards, or computer files.  
Besides organizing files, researchers convert their files to appropriate text units.  [e.g. a 
word, a sentence, an entire story] for analysis either by hand or by computer.  Material 
must be easily located in large database of text [or images] Creswell, 1998, p.143].   
 
 
This experience, although tedious, proved to be very helpful as I managed to keep focused. The 
whole process proved valuable during the final analysis stage. 
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CHAPTER SIX 
 
ANALYSIS AND DISCUSSION OF PARTICIPANT OBSERVATIONS,  
QUESTIONNIRES, INTERVIEWS WITH PUPILS AND DOCUMENTAL EVIDENCE 
 
6.0. Introduction  
 
The aim of this chapter is to describe and present the analysis of the participant observation 
phase of the research study as carried out within a qualitative methodology that I have adopted 
in my endeavour to shed light on the perceived impact of formal and informal assessment on 
the SXSLOV¶VHOI-esteem, which is the main focus of the research.   Also presented within this 
chapter are questionnaires, and interview analyses of pupil participants as well as the 
documentary evidence gathered.  Thus, this chapter which is pupil focused discusses and 
expounds on the data acquired from audio-taped interviews with the pupils, [transcribed by the 
researcher] participant observation phase [recorded by notes], documentary evidence such as 
VFKRROUHSRUWVDQGWHDFKHUV¶FRPPHQWVDQGWKHTXHVWLRQQDLUes administered to: 
x Identify potential pupils to approach for further investigations and or probing purposes. 
x For breadth of information that gives a bigger picture before depth study 
x  Provide a group from which to draw the participants for my next phase [i.e.] 
interviews.  
 
$V VWDWHG LQ FKDSWHU IRXU WKLV UHVHDUFK DGRSWHG DQ HWKQRJUDSKLF µLQ GHSWK FDVH VWXG\¶
qualitative methodology with method triangulation that used participant observation, 
questionnaires, interview methods and documentary evidence.  According to Marshall and 
5RVVPDQ>@FDVHVWXGLHVµH[DPLQHWKHERXQGHGV\VWHPRIDSURJUDPDQLQVWLWXWLRQRUD
SRSXODWLRQ¶>S@ZLWKWKHSXUSRVHEHLQJ µWRUHYHDO WKHSURSHUWLHVRI WKHFODVV WRZKLFK WKH
LQVWDQFHEHLQJVWXGLHGEHORQJV¶>*XEDDQG/LQFoln, 1981, p.371].  This research study closely 
UHVHPEOHV0DUVKDOODQG5RVVPDQ¶V>@SLFWXUHRIFDVHVWXG\DVLWDLPHGWRLQYHVWLJDWHWKH
HIIHFWVRIDVVHVVPHQWRQSXSLOV¶VHOI-esteem through an ethnographic means.   
 
Also discussed in this section are the procedures for the participant observations as well as 
justification of the actions taken throughout the process.  The analysis of the observation 
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results, which are intended to evaluate the reliability and the validity of the participant 
observation meWKRGDUHFRQVLGHUHGYLWDODVµUHOLDELOLW\LVDQHFHVVDU\SUHFRQGLWLRQRIYDOLGLW\¶
>&RKHQHWDOS@7KHZD\WKHµUHOLDELOLW\DQGYDOLGLW\¶FRQFHSWVIRUWKLVUHVHDUFK
were met is also discussed under triangulation [see figure 5.1]. 
 
In this analysis, pseudonyms were used to maintain the anonymity of the participants.  Girls 
were allocated G1, G2, etc; boys B1, B2 etc while for teachers, initials were used since they 
were not too many.  For line numbers during coding, 1-5, 10-15 etc to every line of the 
transcripts from which quotation can be located. 
6WDWHPHQWRIWKH6WXG\¶V4XHVWLRQV 
At this juncture, there is need to present the conceptual frameworks and the research questions 
in order to keep the researcher focused on the topic under investigation [Miles and Huberman, 
@ DUJXHV µ«FRQFHSWXDO IUDPHZRUNVDQG UHVHDUFKTXHVWLRQV DUH WKH EHVW GHIHQFH DJDLQVW
RYHUORDG¶ >LELG S@  0LOHV DQG +XEHUPDQ¶V >LELG@ DUJXPHQW ZLOO DVVLVW ZLWK NHHSLQJ WKLV
research focused and on track.  In an attempt to provide answers to the research questions, 
rigorous and responsive data from journal of experience will be extensively used as well as 
revisiting literature reviews.   
6.1.1. The Research Question 
An Investigation of the Impact of Formal and Informal Assessment on the Self-Esteem of 
Pupils with Borderline Learning Difficulties and Language Deficiencies In Mixed Ability 
English Language Classes. 
6.1.1.1. Sub -Questions 
1. To what extent do teachers consider the impact/effect of formal and informal 
assHVVPHQWDQGIHHGEDFNRQSXSLOV¶VHOI-esteem?  
2. How do poorly performing pupils deal with failure, negative comments and 
unfavourable assessment comments? 
 
3. How do poorly performing pupils deal with positive praise or comments? 
 
4. :KDW DUH WKH WHDFKHUV¶ SHUFHSWions with regards to self±esteem of their poorly 
performing pupils? 
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5. :KDW DUH WHDFKHUV¶ SHUFHSWLRQV RI DVVHVVPHQW FRPPHQWV DQG WKHLU HIIHFWV RQ SXSLOV¶
self-esteem or behaviour? 
 
6. What is the evidence that facilitates the justification for the use of self-esteem to 
GHVFULEHSXSLOV¶SHUVRQDOLWLHV" 
 
7. Do teachers have a clear sense of what they mean by self-esteem and its implications? 
6.2.0. Outline of the Stages Used To Gather Data   
6.2.1. Revisiting the Literature 
The questions for this segment of the research study require research methods that enable 
DFFHVVWRWKHVDPSOHV¶YLHZVRQSV\FKRORJLFDODQGHGXFDWLRQDOH[SHULHQFHVVRPHRIZKLFKDUH
abstract to the pupil participants [see literature search chapters two and three].  Therefore, in 
this chapter I will revisit the literature results in an attempt to do justice to the analysis process.  
The literature search results will be used comparatively in my effort to analyse and discuss 
SDUWLFLSDQWREVHUYDWLRQVSXSLOV¶LQWHUYLHZVDQGGRFXPHQWDU\HYLGHQFHGDWDOther factors such 
DVVDPSOHV¶ZLOOLQJQHVV WRSDUWLFLSDWHDQG WKHPHWKRGRORJ\DGRSWHG WKDWDSSHDU WRDIIHFW WKH
conduct of gathering evidence will be considered in the analysis. 
 
In line with research ethics discussed in chapter four, I realised that any methods I would use 
needed to accommodate and minimise potentially high levels of anxiety of the participants and 
provide friendly atmospheres for conducting observations, questionnaires and interviews.  
Therefore, an ethnographic in-depth case study approach was adopted.  The methodology uses 
a range of methods [participant observation, documental evidence, questionnaires and 
LQWHUYLHZV@ WR HOLFLW DQG EXLOG XS D WUXH SLFWXUH RI WKH VDPSOHV¶ DQVZHUV SHUWLQHQW WR WKH
research questions.  Importantly also, is the fact that the literature search, [which cut across the 
methods] informed the questions that guided the research process.  The first item that I focused 
P\DWWHQWLRQRQZDVWRLGHQWLI\GLIIHUHQFHVDQGFRPPRQDOLWLHVLQWHDFKHUV¶PHWKRGVRIOHVVRQ
deliveries as discusses in the following section.   
6.2.2. Note Taking and Interpretations  
Impressions and insight that the researcher make during data collection can best be recorded as 
field notes.  I took notes during participant observation, conducted questionnaire and face to 
face interview to pupils and teachers at my research school, recording interesting issues and 
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impressions.  Immediately following each contact with participants, I wrote out comments 
regarding any problems with data collection as well as general observations about the process 
of data collection.  Since data analysis was inductive [Creswell 1998] [i.e. analysis was 
conducted simultaneously with data collection] this process also informed the questions and 
themes to be explored in next participant observations.  
 
My field notes contained consistent information about the visits to the schools, the participant 
observations, formal and informal face to face interviews that I made, who was present, the 
physical setting, social interactions, and what activities took place.  The field notes included 
my insights, interpretations, beginning analyses about what was happening in the setting and 
what that might have implied.  These notes were intended to supplement and triangulate the 
observational notes, documentary evidence data and interview scripts.  The field notes were 
valuable in capturing nuances in the observed and interview settings.  This stage of the 
research informed the questionnaire stage of the investigation [see an example of journal 
extracts: figure 6.1]. 
6.2.3. Participant Observation/Ethnography 
The participating six teachers used typically varying methods and approaches to deliver 
lessons.  These approaches are a result of anecdotal evidence gathered between September, 
2005 and May 2006.  The most common approaches employed were group and peer 
discussions, lecture method with pupil participation in question and answer format, video 
watching and discussion and individual tasks or assignments.  Occasionally, pairing and group 
work was used for assignments.  Classroom assistants and mentors were sometimes available 
for particular pupils although this was not on regular basis particularly for Year 9 class which 
sometimes had two or three assistants.   
 
I began the participant observations focusing on the rapport between teachers and their pupils 
DQG WULHG WR LQIHU SXSLOV¶ IHHOLQJV HQWKXVLDVPV DQG LQWHUHVWV WR OHDUQLQJ DQG SDUWLFLSDWLRQ  ,
used these observations as points of departure to explore emerging themes.  For instance, when 
I noticed that some students never summoned help although they appeared to need it most, I 
was prompted to know what was going on.  The class and lessons observations that included 
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teachers and pupils [acting as research participants] offered me the opportunity to observe the 
participants in their natural learning/teaching process and environment.  Gradually, the 
observations focused on areas arising from literature search and personal experiences of 
working with pupils who have learning difficulties.  This included areas of social interactions, 
participation in learning, opportunities to contribute to learning and summoning for help.  
 
7KHREVHUYDWLRQVDOVRIRFXVHGRQFRQWH[WXDOGDWDRIWHDFKHUV¶DFFRXQWVRIWKHSXSLOV¶DWWLWXGHV
towards learning.  Typically, these observations took place between the hours of 0900hrs and 
1500hours on Wednesdays and Thursdays on visits to the research site.  I sat at the back of the 
class numerous during lessons and only initiated interaction during group and or individual 
activities.  During the participant observations, I looked for signs of possible distress and 
tedium [which could be shown by way of fidgeting, lack of concentration, facial expressions 
movement of feet and fingers] and also engaged in informal interviews, mostly with the pupils.  
It follows therefore that, the corpus of data discussed in this chapter is drawn from a myriad 
participation observations.  
 
+RZHYHUWRJHWPHDQLQJIURPWKHSDUWLFLSDQWREVHUYDWLRQV,IROORZHG&ROH¶V>@FODVVURRP
discourse analysis proposition.  Cole [ibid] contends that, one way of analyzing the classroom 
GLVFRXUVH ZLWKLQ VFKRRO VHWWLQJ LV E\ DQDO\]LQJ WKH FODVVURRP¶V LQVWUXFWLRQDO FRQYHUVDWLRQV
their nature, content and purposes, which depict the salient meaning of practices that are 
FHQWUDOWRFODVVURRPWDONDQGDFWLYLWLHVLQDQDWWHPSWWRLGHQWLI\ZKDW*HH>@FDOOVµLGHQWLW\
NLW¶  7KXV WHDFKHUV DQG SXSLOV SDUWO\ FUHDWH WKH GLVFRXUVH E\ ZD\ RI LQWHUDFWLRQV SDUWO\
constrained by social, historical, cultural and political forces and factors [ibid].  According to 
Cole [1996] discourse as educational talk embodies three central features: 
x it is jointly constructed by participants in connected oral text;  
x it is a medium for the negotiation of meaning by sneakers within particular social 
contexts and; 
x it is rule governed in order to be held in common with others, but it is also a creative 
act, with improvisation necessary as conversation moves from turn to turn, topic to 
topic.    
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An analysis of this discourse is crucial in understanding what is really going on in these 
classrooms.  During lesson deliveries, group or individual activities, teachers and or their 
assistants moved about and conversed with students as they did their activities.  It appeared 
that students called for assistance by way of raising their hands.  One striking feature about 
VXPPRQLQJ KHOS WKLV ZD\ ZDV WKDW WKH VDPH µH[WURYHUWHG FOHYHU DQG RU WDONDWLYH¶ SXSLOV
always summoned help.   Teachers also wittingly or unwittingly spent more time with these 
pupils.  These observations created a wide range of questions that needed further investigations 
and probing. [See figure 6.1].  Questionnaires were an idea method for this next phase of the 
research.   
6.2.4. The Questionnaire 
Questionnaires provide a high level of controlled, reliable and speedy responses, for the 
researcher [Smith et al., 1995]. After the participant observation phase I then gathered data for 
generalisations that informed further investigations with the use of structured interviews: 
µVWUXFWXUHGLQWHUYLHZVGLVSOD\DQXPEHURIIHDWXUHVLQFRPPRQ¶>+LWFKFRFNDQG+XJKHV
p.81].   
 
Before conducting face to face pupil interviews, I needed a reliable method to identify which 
pupils among the large sample and what sort of questions needed to be asked.  The use of 
questionnaires did justice to this need since the method offers breadth in little time [Smith et al, 
1995].  This was achieved by administering a number of structured questions covering wide 
areas pupil participants to provide for full and precise probing.  Smith et al., [ibid] argues:  
Generally the investigator decides in advance exactly what constitutes the required data and 
constructs the questions in such a way as to elicit answers corresponding to, and easily 
contained within, predetermined categories which can then be numerically analysed [p.14].  
 
Thus, the questionnaire method was not used as a quantitative method but rather as a method 
that gave a reliable bigger and broader picture, providing samples for deeper interviewing.   
HoweveUVLQFHWKHTXHVWLRQQDLUHPHWKRGLVµ«VDLGWRFORVHRIIFHUWDLQWKHRUHWLFDODYHQXHV«LW
GHOLEHUDWHO\OLPLWVZKDWWKHUHVSRQGHQWFDQWDONDERXW¶>6PLWK et al., 1995, p.14].  This was the 
ideal method for this phase of the research and had been decided in advance.  Therefore, after 
going through the questionnaire answers provided by participants, I then was able to decide 
which questions and individuals I would need to pursue from the bigger sample.  Thus, this 
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process provided for the transference of themes from breadth to depth in the form of face to 
face interviews that ensured.    
6.2.4.1. Procedure for Administration 
Six teachers and 22 pupils from years 7, 8, 9, and 11 were issued with questionnaires that 
contained structured questions.  The questionnaires contained information about the need and 
purpose for conducting this research study as well as instructions for completing the 
questionnaire.  The questions for the questionnaires had a set of possible answers to choose 
from and the participants were asked to fill in the answers on the questionnaire sheet [Smith, 
1995].  The participants were prompted to complete questionnaires within specified time to 
minimise possibilities of pupils giving colluded responses.  If colluded responses were 
provided, the element of control and reliability [Smith et al., 1995] would be defeated.  
 
Talking to pupils and teachers during this process provided personal touch to the whole process 
and requests for speedy return of completed forms.  As a result, all questionnaires were 
promptly returned especially from all pupils as requested.  However, there were instances when 
some teachers requested to have their questionnaires completed on later dates due to pressure 
of work.  This request was granted without reservation.  When all but one questionnaire were 
returned, I thanked the participants formally.  I then took the opportunity to inform the 
participants of the next phase of the research, which was the administration of interviews. 
 
At this stage, it was crucial that I matched questionnaires answered to the individuals for the 
purpose of follow up and for probing for clarity later during face to face interviews.  This 
process provided me with a list of questions that needed further clarity and or investigation. 
For this exercise, I asked the participants to write their initials in the demographics section.  I 
also explained to them why I needed their initials, which was only to enable me to make 
appropriate follow ups were they were needed, which they agreed to.  Thus, this process 
provided the much needed foundation for mounting face to face interviews.  
6.2.5. Interviews with Pupils  
,QRUGHUWRJDWKHUGDWDUHJDUGLQJSXSLOV¶FRQVWUXHGHIIHFWVRIIRUPDODQGLQIRUPDODVVHVVPHQW
on their self-esteem, as well as a means of follow up to the questionnaire phase, I drew upon 
CHAPTER SIX ANALYSIS AND DISCUSSION OF PARTICIPANT OBSERVATIONS, 
QUESTIONNIRES, INTERVIEWS WITH PUPILS AND DOCUMENTARY EVIDENCE 
 188 
interviews to gain insight into their perceived feelings.  The interview questions were 
structured and semi- VWUXFWXUHGDQGLQFOXGHGTXHVWLRQVRQWKHIROORZLQJSXSLOV¶UHODWLRQVKLSV
with teachers; guidance and support for pupils experiencing learning difficulties; teaching and 
DVVHVVPHQW VWUDWHJLHV DQG WKHLU LPSDFW RQ SXSLOV¶ IHHOLQJV DQG VHOI-HVWHHP SXSLOV¶ IHHOLQJV
regarding league tables.  All interviews conducted were tape-UHFRGHGµIRUPXFKIXOOHUUHFRUG
thaQ QRWHV WDNHQ GXULQJ WKH LQWHUYLHZ¶ >6PLWK et al., 1995, p.21], and also used hierarchical 
focusing [Tomlinson 1989].   
 
By tape-recording, I had more time to concentrate on how the interview was proceeding rather 
than laboriously jotting down every word by the interviewee [Smith et al., 1995].  Nonetheless, 
tape-recording has its disadvantages such as participants refusing to be tape-recorded.  Also, 
WUDQVFULSWLRQRI WDSHVD ODERULRXVO\ ORQJ WLPHDQG LVQRWDFRPSOHWH µREMHFWLYH¶ UHFRUG>LELG@
During tape-UHFRUGLQJ µQRQ-verbal behaviour is excluded and the recording still requires a 
SURFHVVRILQWHUSUHWDWLRQIURPWKHWUDQVFULEHURUDQ\RWKHUOLVWHQHU¶>Smith et al., 1995, p. 21]. 
[Hence need to personally conduct the transcribing myself as well as jotting down behaviour 
cues during the interview process]. 
 
Interviews with pupils followed research questions [semi- structured and structured in the form 
of questionnaire schedules] [see the appendix] that were informed by the literature search, 
questions generated from participant observation and questionnaire exercises and were drawn 
from Proforma interview schedules [see Proforma interview and questionnaire schedules].  
These semi-VWUXFWXUHGIDFHWRIDFHLQWHUYLHZVDOORZHGµGHSWKWREHDFKLHYHGE\SURYLGLQJ the 
RSSRUWXQLW\«WR SUREH DQG H[SDQG WKH LQWHUYLHZHH¶V UHVSRQVHV  7R DFKLHYH WKLV REMHFWLYH
hierarchical focusing technique was employed. [see chapter four for clarity of the approach]   
 
6PLWK>@DUJXHV µVHPL-structured interviews generally last for a considerable amount of 
time[ usually an hour or more] and can become intense and involved, depending on the 
SDUWLFXODUWRSLF¶>S@VRZHUHPRVWLQWHUYLHZVZLWKSXSLOV7KHVHIROORZHGDUHVHDUFKJXLGH
ZKHUHSXSLOV¶UHVSRQVHVZHUHVRUWDQGDOOWKHVHinterviews took place in the school, which was 
D SODFH RI SUHIHUHQFH IRU DOO LQWHUYLHZHG SXSLOV µ3HRSOH XVXDOO\ IHHO PRVW FRPIRUWDEOH LQ D
VHWWLQJWKH\DUHIDPLOLDUZLWK«EXW«WKHUHPD\EHWLPHVZKHUHWKLVLVQRWSUDFWLFDEOH¶>6PLWK
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1995, p.19].  I therefore gave the participants a chance to choose the interview settings and 
sites before conducting the interviews.   
 
As I was relatively new to the pupils, I attempted to make participants at ease before I delved 
LQWRWKHLQWHUYLHZµ,WLVVHQVLEOHWRFRQFHQtrate at the beginning of the interview on putting the 
respondent at ease, to enable him or her to feel comfortable talking to you before any 
VXEVWDQWLYH DUHDV RI WKH VFKHGXOH DUH LQWURGXFHG¶ >LELG S @  , XVHG WKLV RSSRUWXQLW\ WR
explain some ethical FRUQVVXFKDVFRQVHQWWRSDUWLFLSDWHDQGSDUWLFLSDQWV¶ULJKWVWRZLWKGUDZRU
UHIXVH WR DQVZHU TXHVWLRQV WKH\ GLG QRW IHHO FRPIRUWDEOH DQVZHULQJ  7KXV WKH SXSLOV¶
willingness to participate and talk to the researcher and responsiveness to answering questions 
ZHUH YLHZHG DV WKH SXSLOV¶ ZLOOLQJQHVV WR SDUWLFLSDWH  1RQHWKHOHVV WKH SDUWLFLSDQWV ZHUH
continually reminded of their rights to participate in the research study each time we met for 
interviews. 
 
$OVR WKHLU SDUHQWV¶ GLVFXVVLRQV ZLWK WKHP DQG UHVSRQVes to my request that they and their 
children participate in this research study was taken as willingness to be participants.  During 
the interview itself, any indications [verbal or non-verbal indications of distress] were taken to 
mean unwillingness to continue with the interview and were promptly acted upon by the 
researcher.  This was achieved by letting pupils decide how they preferred being interviewed.  I 
DOVRMRWWHGVRPHQRWHVRUFRPPHQWVRQWKHPDUJLQVµ7KLVZD\VRPHNLQGRIEDODQFHEHWZHHQ
the interviewer and interviewee can develop which can provide room for negotiation, 
GLVFXVVLRQDQGH[SDQVLRQRIWKHLQWHUYLHZHH¶VUHVSRQVHV¶>+LWFKFRFNDQG+XJKHVS@
The consent process also meant that the researcher gave the opportunity to the pupil samples to 
express their views concerning continued participation or whether they liked to opt out.   
 
7KHTXHVWLRQVDVNHGZHUHIRFXVHGRQWKHSXSLOV¶SHUFHLYHGH[SHULHQFHVZLWKUHJDUGVWRIRUPDO
and informal assessment and how it affected their feelings towards learning and possible future 
aspirations.  The interview also followed any leads or themes that came up during 
interviewing.  The voices of the participants served as a backdrop in illustrating the impact of 
formal and informal assessment on the SXSLOV¶VHOI-esteem.  On reflection, some pupils did not 
want their parents to be interviewed.  They threatened to pull out of the research if their parents 
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were involved.  So, where this was the case, I decided to involve the pupils and leave their 
parentVRXW 6PLWK>@DUJXHVµPRQLWRUWKHHIIHFWVRIWKHLQWHUYLHZRQWKHUHVSRQGHQW ,W
may be that the respondent feels uncomfortable with a particular line of questioning and this 
may be expressed in his or her non-verbal behaviour or in how he or she replies, [p. 20] 
6.2.6. Structured versus Unstructured Interviews 
8QVWUXFWXUHG LQWHUYLHZV DUH D µPXFK PRUH IOH[LEOH YHUVLRQ RI WKH VWUXFWXUHG LQWHUYLHZ¶
[Hitchcock and Hughes, 1998, p.83].  However, for Smith et al., [1995] structured interview 
formats are FRQWUROOHGKDYHUHOLDELOLW\DQGVSHHG$OVRµWKHLQYHVWLJDWRUKDVPD[LPXPFRQWURO
RYHUZKDWWDNHVSODFHLQWKHLQWHUYLHZ¶>LELGS@7KHVDPHLQWHUYLHZTXHVWLRQVDQGIRUPDW
FDQ EH XVHG ZLWK HDFK SDUWLFLSDQW DQG WKDW WKH µWKH LGHQWLW\ RI WKH LQWHUYiewer should have 
PLQLPDO LPSDFW RQ WKH UHVSRQVHV REWDLQHG¶ >LELG@  )RU >+LWFKFRFN DQG +XJKHV @
VWUXFWXUHG LQWHUYLHZV DUH µ«LWV V\VWHPDWLF DSSURDFK WR GDWD FROOHFWLRQ¶ >S @   )XUWKHU
+LWFKFRFN DQG +XJKHV >LELG@ FRQWHQG WKDW µVWUXFWXUHG LQWHUYLews can be a fairly objective 
affair since the formality involved reduces the risk of researcher/interviewer bias or 
LQWHUIHUHQFH¶>LELG@7KHUHVXOWVIURPVWUXFWXUHGLQWHUYLHZVDUHHDVLO\DQDO\VDEOHVLQFHWKH\DUH
usually pre-coded.   
 
Conversely, structXUHGLQWHUYLHZVKDYHGLVDGYDQWDJHVµZKLFKDULVHIURPFRQVWUDLQWVSXWRQWKH
UHVSRQGHQWVDQGWKHVLWXDWLRQ«FDQEHVDLGWRFORVHRIFHUWDLQWKHRUHWLFDODYHQXHV¶>6PLWK
S@7KHLQWHUYLHZPD\DOVRPLVVRXWRQQRYHODVSHFWVRIWKHVXEMHFWµDQDUHDFonsidered 
LPSRUWDQWE\WKHUHVSRQGHQWEXWQRWSUHGLFWHGRUSULRULWL]HGE\WKHLQYHVWLJDWRU¶>LELG@$OVR
the structured interviews become affected by the need to ask questions in exactly the same 
format and manner to each participant [Smith 1995].       
 
On the other hand, unstructured questions allow the interview process to be guided by the 
schedule rather than dictated by it [Smith et al, 1995].  Smith et al., [1995] further argue semi-
structured or unstructured interviews: 
 
1. attempt to establish rapport with the respondents; 
2. the ordering of questions is less important; 
3. the interviewer is freer to probe interesting areas that arise; 
4. 7KHLQWHUYLHZFDQIROORZWKHUHVSRQGHQW¶VLQWHUHVWVRUFRQFHUQV [p.15]. 
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By using unstructured interviews, the respondent is accorded the expert on the subject and is 
µDOORZHG WR PD[LPXP RSSRUWXQLW\ WR WHOO KLV RU KHU RZQ VWRU\¶ >LELG@  )RU +LWFKFRFN DQG
Hughes [1998] unstructured interviews provide for the opportunity to probe deeper to obtain 
more meaningful information.  Hitchcock and Hughes [ibid] argue that this enables the 
LQWHUYLHZHUWRµPRYHEDFNZDUGVDQGIRUZDUGVLQWKHLQWHUYLHZLWVHOISURYLGLQJWKHRSSRUWXQLW\
to clarify points, go over earlier points and to raise fresh questions, [p.87].  
 
Having undergone through the administration of interviews and the subsequent daunting task 
of transcribing tape-recorded the social interviews and other data gathered by other means, I 
then engaged in the process of locating important points for discussion.  However, this is not to 
suggest that analysis had not been going on, rather analysis was ongoing as I formed ideas, 
developing notions and thought about emerging data and its meanings.  
6.3.0. Procedures for the Analysis of the Data 
The data analysis followed suggestions from various research authorities including: [Lincoln 
and Guba 1985; Gee 1992; Smith et al., 1995; Creswell 1998; Richards 2005; and Bryman 
@7KHµDQDO\WLFLQGXFWLYHDSSURDFKDQDO\VLVJURXQGHGWKHRU\>6PLWKHWDO'DYLV
1995] which prescribes to µWDNLQJDQHPLFSHUVSHFWLYHDQGXWLOL]LQJWKHGHVFULSWLYHODQJXDJH
WKH UHVSRQGHQWV WKHPVHOYHV XVH¶ >S @ ZDV ODUJHO\ IROORZHG DV ZHOO DV &UHVZHOO¶V >@
Spiral approach which is a systematic way of data gathering and analysis in a spiral manner.  In 
DQDO\]LQJ >SDUWLFXODUO\ REVHUYDWLRQDO GDWD@ , ORRNHG IRU ZKDW *HH >@ FDOOV µ'LVFRXUVH
PHPEHUVKLSV¶ZKLFKLVDSDUWLFXODUSDWWHUQRI 
 
«ZD\VRI WDONLQJ >LH GLVFRXUVHV@ DFWLQJYDOXLQJ DQGEHOLHYLQJ DVZHOO DV WKH VSDFHV DQG
PDWHULDOV µSURSV¶ >WKDW D@ JURXS XVHV WR FDUU\RXW LWV VRFLDO SUDFWLFHV«WKDW DUH UHFRJQL]HG DV
FRQVWUXFWLQJRSSRUWXQLWLHVIRUSHRSOHWREHµEH¶DQGGLVSOD\EHLQJSDUWLFXODUW\SHVRISHUVRQV¶
[p.107]. 
 
+RZHYHUILUVWGDWDQHHGHGWREHFRGHGWRVWDUWWKHDQDO\WLFDOSURFHVVµCoding is the process of 
GHILQLQJZKDW WKHGDWDDUHDOODERXW¶ >&KDUPD]@ 7KLVSURFHVV IROORZHGDULJRURXVDQG
UHVSRQVLYH DSSURDFK WKDW DFFRUGHG WKH UHVHDUFKHU WR VWXG\ WKH GDWD DQG µLQWHUDFW «DQG DVN
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TXHVWLRQVRIWKHP¶>LELGS@,QVKRUWWKHDnalysis of the data followed a grounded theory 
perspective that allowed studying the emerging data that created a coherent analysis.  
 
$FFRUGLQJWR&KDUPD]>@LQ6PLWKHWDO>@µJURXQGHGWKHRU\PHWKRGVSURYLGHDVHW
of strategies for conducting rigorous qualitative research [p. 30].  This approach accorded me a 
method to use that not only assisted with data collection but also gave me strategies for 
KDQGOLQJ GDWD DQDO\VLV >LH@ µV\QWKHVL]LQJ WKHP DQG PDNLQJ VHQVH DQDO\WLF VHQVH RI WKHP¶
Charmaz >LELG@&KDUPD]>@LQ6PLWKHWDO>@IXUWKHUDUJXHVµXVLQJJURXQGHGWKHRU\
methods expedites your research, enables you to develop a cogent analysis and stimulates your 
H[FLWHPHQWDERXWDQGHQMR\PHQWRIGRLQJDUHVHDUFK¶>S@ 
 
According to Charmaz [1995] in Smith et al., [1995], grounded theories are:  
 
Logically consistent set of data collection and analytic procedures aimed to develop theory.  
«FRQVLVWVRIDVHWRILQGXFWLYHVWUDWHJLHVIRUDQDO\]LQJGDWD«KHOSLQVWUXFWXULQJDQGRUJDQL]LQJ 
data-gathering and analysis.  Most fundamentally, grounded theory methods explicitly unite the 
research process with theoretical development [pp. 30-31].      
 
Therefore, I chose to use the grounded theory due to its provision of rigorous procedures that 
allowed me to refine and develop ideas and intuitions about the collected data.  
6.3.1. Discussion of Data Analysis 
,W LV JHQHUDOO\ DUJXHG WKDW µGDWD DQDO\VLV LV SUREDEO\ WKH PRVW GLIILFXOW DVSHFW RI TXDOLWDWLYH
UHVHDUFK WR WHDFK RU FRPPXQLFDWH WR RWKHUV¶ [Taylor and Bogdan, 1998, p.140].  However, 
&UHVZHOO>@DUJXHVµDQDO\]LQJWH[WDQGPXOWLSOHIRUPVRIGDWDSUHVHQWVDIRUPLGDEOHWDVN
IRU TXDOLWDWLYH UHVHDUFKHUV¶ >S @  +RZHYHU VPLWK HW DO >@ DUJXH µWKHUH LV QR RQH
correct way to do qualitDWLYH DQDO\VLV¶ >S @ KHQFH , KDG WKH OLEHUW\ WR XVH WKH JURXQGHG
theory which suited the data collection methods I adopted and the subsequent data.   
 
Similarly, Patton [1990] argues: 
 
The data generated by qualitative methods are voluminous.  I have found no way of preparing 
students for the sheer massive volumes of information with which they will find themselves 
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confronted when data collection has ended.  Sitting down to make sense out of pages of 
interviews and whole files of field notes can be overwhelming [p.297]  
  
'DWDDQDO\VLV IRU WKLV UHVHDUFKZDVQRH[FHSWLRQ +RZHYHU , IRXQGVRODFH LQ0D\¶V >@
DUJXPHQW WKDW µTXDOLWDWLYH WHFKQLTXHVRIIHUDZD\ WRFRQIURQW WKHPHVV\ µIDFWVRIVRFLDO OLIH¶
directly, unmediated by survey instruments, hired LQWHUYLHZV RU VHFRQGDU\ DUFKLYDO VRXUFHV¶
[p. 215].  And so, to start with, data analysis in this observation phase of the study was an 
ongoing process [Creswell, 1998; Taylor and Bogdan, 2004].  Thus, data collection and 
analysis went simultaneously.  Throughout the participant observations, I kept theorising and 
tried to make sense of the emerging data as suggested by Taylor and Bogdan, [2004].  This was 
achieved by way of writing summaries of field notes in my diary that were accompanied by 
reflective notes [Creswell, 1998].  This gave me ideas and themes to focus on in my next 
participant observation schedules as well as take information back to informants and so 
illuminated the avenues that needed probing further.  
 
Analysis for the observational data IROORZHG D µUHIOH[LYH UDWLRQDOLVDWLRQ¶ >5LFKDUGV @
where much analysis took place in the field as I got more and more immersed and increased 
contact with the sample; and as I began to understand them, analytical questions also emerged.  
Thus, I employed inductive analysis: -data analysis took place at every step of the research 
process [Vidich and Lyman, 2000].  This proactive process helped to inform how I would 
continue with the observations through the leads and questions generated by data.   
 
Conversely, Lincoln and Guba [1985] suggest that interpretive research design must be drawn 
from an ample number of data sources for triangulation of that data.  The data: 
 
«PXVWEHHPHUJHQWUDWKHUWKDQSUHRUGDLQHGEHFDXVHPHDQLQJLVGHWHUPLQHGE\FRQWH[WWRsuch 
a great extent...because what will be learned at a site is always dependent on the interaction 
between investigator and context, and the interaction is also not fully predictable; and because 
the nature of mutual shadings cannot be known until they are witnessed [p. 208]. 
 
And so, the data analysis procedure that I followed is represented in the following sections 
which were rigorous and responsive to the emerging issues.  As the figure below illustrates, 
data analysis was simultaneously carried as data gathering went on, hence the forwards and 
backwards movements shown by arrows in figure 6.1., below.   
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Figure 6.1. 
 
 
Figure 6.1 is a diagrammatical representation of the data inductive process where journal 
extracts were coded for themes.  Some of the themes necessitated consulting literature search 
or probing further through the use of interviews.  Other themes led to questions being asked 
which forced me to use questionnaires.  These questionnaires were administered as a 
triangulation and to augment the journal entries.  They also assisted with narrowing down the 
interview questions.   
 
Below are some of the actual journal extracts that were coded for themes which in turn 
generated either questionnaires or interview questions.  
 
 
 
 
 
 
 
 
 
JOURNAL OF  
EXPERIENCE 
CODED 
FOR 
THEMES 
RESEARCH 
QUESTIONS 
LITERATURE 
REVIEW 
FURTHER 
INTERVIEWS 
AND PROBES 
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Table 6.1. An example of Journal extracts, identified themes and generated questions 
 
Journal Extract Identified Theme Questions generated Answers 
Year 9 class: 25/01/06: 
double lesson.  Boxer is 
observed to be very quiet 
and absent-minded 
throughout the oral 
lesson.  Later, when it 
was his turn to read 
aloud, he refuses.  
Refusal to participate 
in learning activities  
1. Why do some students 
seem miserable during 
lessons? 
2. Why would some 
pupils refuse to read 
aloud in front of other 
pupils/class? 
3. Why do you not fully 
participate in class 
activities? 
4. What is really going 
on? 
 
Bob: year 9 is observed 
to be usually late for 
lessons and does not 
seem perturbed about it. 
Late for lessons 1. Do you like school? 
2. Do you enjoy learning 
at this school? 
3. What is your favourite 
subject?  
4. What takes some of 
your time during inter-
lesson changes?   
 
One day, I dropped a pen 
DQGVDLGWRP\VHOIµRK
*RG¶WKHQP\WHDFKHU
said I was swearing.  
When I tried to reason 
with her, I was 
threatened with level- 
three detention.  My 
WHDFKHULVVRµEXOO\¶
You see, some of these 
teachers seem nice until 
you start talking to them.   
Diminished Trust 1. Do you have favourite 
teachers at this school? 
2. Do you find it easy to 
get assistance if you 
need it? 
3. What is your opinion of 
the teDFKHU¶VDFWLRQV" 
 
 
 
May [2002] contends that, the purpose of good research design is to create the optimal 
conditions for making a theoretical contribution and the work remains unfinished until this is 
accomplished.  To achieve this objective, during field work, I developed categories from 
informants; kept track of the emerging themes and read through my field notes in an attempt to 
develop concepts and prepositions to begin with data interpretations [Taylor and Bogdan, 
@  µ7KH VHFRQG DFWLYLW\ ZKLFK typically occurs after data have been collected, entails 
FRGLQJWKHGDWDDQGUHILQLQJRQH¶VXQGHUVWDQGLQJRIWKHVXEMHFWPDWWHU¶ >7D\ORUDQG%RJGDQ
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1998, p.141].  In my case, this second phase was delayed until I had read through all collected 
information [from interviews] to build a picture of the overall data [Creswell, 1998].   
6.4.0. Coding  
The field and participation observation notes were word processed and saved in Microsoft 
Word files [transcribing].  According to [Strauss and Corbin 1990; Smith et al., 1995], 
transcription involves considerable time and energy but must always be systematically carried 
out in accordance with the demands of the research itself.  Line numbering was then used for 
easy and quick identification of themes or ideas.  The next step involved compiling analytical 
files that attempted to answer the seven research questions.  These were then kept according to 
WKH VHFWLRQV RXWOLQHG LQ &KDSWHU  XQGHU WZR PDLQ KHDGLQJV µDVVHVVPHQW¶ DQG µVHOI-HVWHHP¶
The transcripts were then purposefully open coded according to emergent categories 
consistently following method outlined in Richards [2005].   
 
According to Miles and Huberman [1994] codes are: 
«WDJV RU ODEHOV IRU DVVLJQLQJ XQLWV RI PHDQLQJ WR WKH GHVFULSWLYH RU LQIHUHQWLDO LQIRUPation 
FRPSLOHG GXULQJ D VWXG\  &RGHV XVXDOO\ DUH DWWDFKHG WR µFKXQNV¶ RI YDU\LQJ VL]H RU ZRUGV
phrases, sentences, or whole paragraphs, connected or unconnected to a specific setting.  They 
can take the form of a straightforward category label or a more complex one [e.g., a metaphor] 
[p.56].    
 
µ&RGLQJLVWKHILUVWVWDJHWRRSHQLQJXSPHDQLQJ¶>5LFKDUGVS@7KLVLQLWLDOOHYHORI
FRGLQJ LQYROYHG UHYLHZLQJ WKH WUDQVFULSWV LQ RUGHU WR µGLVVHFW WKHP PHDQLQJIXOO\ ZKLOH
keeping the relations betweHQ WKH SDUWV LQWDFW¶ >0LOHV DQG +XEHUPDQ  S@  ,Q WKLV
process, the naming and categorizing of the data was initiated and hence became an important 
step that served as a foundation for further analysis of the data. 
 
Markers and highlighters of varying colours were adopted for the coding process.  At first, I 
DGDSWHG WKH µLQ YLYR FRGLQJ¶ 5LFKDUGV >@  5LFKDUGV >LELG@ DUJXHV µWKLV WHUP >IURP
JURXQGHGWKHRU\@UHIHUVWRFDWHJRULHVZHOOQDPHGE\ZRUGVSHRSOHWKHPVHOYHVXVH¶>S@7KH
themes were assigned labels or codes close to the terms they represented.  However, Richards 
[ibid] throws caution to using well-known terms from the relevant technical literature as names 
for categories constitutes a risk in that the terms are already shrouded in analytic meaning, 
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which can lead to bias.  Nonetheless, this process was valuable as it accorded me additional 
familiarity with data through which some frames or outline became vivid thereby making the 
researcher aware of emergent reflections [Miles and Huberman, 1994].  According to Strauss 
and Corbin [1990], open coding is strategy that uses comparisons to make meaning and is 
concerned with coding data using a number of inter-related procedures and these are: 
x Examining Documentation 
x Line by Line Analysis 
x Breaking Down and Examining Data 
x Identifying Concepts 
x Discovering Categories 
x Examining Categories and Sub-categories 
x Developing Categories in terms of Properties and Dimensions 
x Utilizing Coding Assistance [p.154]. 
 
)XUWKHU6WUDXVVDQG&RUELQ>LELG@DUJXHµ,W is useful to initially identify as many phenomena 
and concepts as possible because such a strategy helps gain entry into the domain [p.154].  For 
the purposes of this research study, open coding, selective coding and pattern cording were 
followed in the data analysis.  
6.4.1. Pattern Coding 
Preceding the coding of the data [data labeling, writing reflective comments and checking 
coding, data were pulled into categories], a process referred to as pattern coding [Charmaz, 
1995].  Pattern coding is essential in finding supporting and conflicting evidence according to 
VSHFLILFWKHPHV0LOHVDQG+XEHUPDQ>@DUJXHµSDWWHUQFRGLQJLVDZD\RIJURXSLQJWKRVH
VXPPDULHV LQWR VPDOOHUQXPEHU RI VHWV WKHPHV RU FRQVWUXFWV¶ >S @ 'XULQJ WKLV SURFHVV
analysis and comparisons between cross cases were also conducted.  Bold facing was adopted 
to mark identified themes or categories, with my reflective remarks shown in red and allotted 
IRUHDV\VSRWWLQJ7KHUHVHDUFKHU¶VUHIOHFWLRQVZHUHLQWHQGHGWRSURYLGHPHDQLQgful clues and 
interpretations of the data throughout the data examination process.  When the quantity became 
bulky, the information was then sorted into spreadsheet charts and kept on the computer 
according to the emerging categories [see table 6.2 for examples of emerging themes]  
 
Numbered pages [on the computer] were used to group coded data according to themes 
[mainly providing an answer or answers to a specific question].  Electronically, data were 
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transferred on to a new page for an emergent theme.  Thus, data obtained from each subgroup 
were bunched for easier comparison with other subgroups.   
6.4.2. Memoing  
According to Miles and Huberman [1994] Memoing refers to: 
 
The theorising, writing-up of ideas about codes and their relationships as they strike the analyst 
ZKLOH FRGLQJ«,W FDQ EH D VHQWHQFH D SDUDJUDSK RU D IHZ SDJHV«WKH\ WLH WRJHWKHU GLIIHUHQW
pieces of data into a recognisable cluster, often show that those data are instances of general 
FRQFHSW«,WLVRQHRIWKHPRVWXVHIXODQGSRZHUIXOVHQVe-making tools at hand [p. 72].  
 
I employed the use of Memoing technique as a way of organising further the themes and 
categories thereby integrating clusters into more general concepts [such as those related to self-
esteem, curriculum or assessment etc.]  This process took the form of comparisons between 
categories and concepts and was directed by sub-questions and responses from several 
participants.  Throughout the entire process, there was a deliberate attempt to be rigorous and 
systematic in the analysis so that, in the event of a problem, I could easily go back without 
losing sense of the data.   
 
Apart from the line-by-line coding, there are other important steps that I undertook.  Below is a 
table summarizing the step by step open coding procedures that I followed which involved a 
series of inter-related protocols [Charmaz, 1995].  This important step in the analysis concerns 
moving categories into classifications of concepts.  Concepts are regrouped under a higher 
abstract order label than the concepts grouped under it.  Thus, this more abstract concept is 
then postulated a category, and sub-categories that expands the main category [ibid].    
 
This process was very tiresome and tedious.  However, there were benefits directly linked with 
this process as the researcher understood better the stories being told by the participants.  The 
other benefit included the opportunity to cross-check the responses with body language [in the 
form of researcher impressions that were jotted on the margins in the notes] or cues whenever 
it was necessary to do so.  However, there is need to point out here that, these cues are 
impressionistic, can be subjective, biased and idiosyncratic [Wellington, 2000].  Nonetheless, I 
tried to remain focused and to be as professional as I could by being as objective.    
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A table 6.2. Showing step-by step open coding used in the analysis. 
 
Steps in Open Coding  
 
1. Breaking down 
and examining 
data  
The data relating to the research study was examined including field notes 
and journal entries.  This process involved taking to pieces of categories 
LQWRFRPSRQHQWVWKHUHFRUGRIWKHUHVHDUFKHU¶VSHUVRQDOREVHUYDWLRQVDQG
feelings with regard to the participant observational notes, interviews and 
the interview material. 
 
2. Line by Line 
Analysis 
 
This process was used to break down and examine the data.  Each 
transcript was analyzed line by line by isolating the focus of the sentence 
and noting it in the allocated margin of the transcript page on the 
computer.  The core ideas embedded in the sentences were then copied 
and transferred to a new page and closely examined and noted.  Line-by-
line coding facilitated the asking of salient questions such as what is going 
on, what is the meaning of this, etc.  Line-by-line coding made me think 
more about tKHSDUWLFLSDQWV¶UHVSRQVHVDQGVRSDLQWHGDURXJKSLFWXUHRI
what is happening in the data.   This was a laborious exercise that needed 
rest during intervals.  
 
3. Identifying 
Concepts 
 
Going through data, each discrete incident, event or idea identified, was 
given a name.  Here, a name denotes an object of thought and an object of 
thought is theme.  Then discrete ideas, observations or events emerging 
from the reading of the transcripts, were then named as representing a 
themes or ideas. 
 
4. Discovering 
Categories 
 
For the grounded theory, open coding is concerned with the naming and 
categorizing of the data and is considered a foundation for further data 
analysis.  At this stage, the exercise involved putting tags and classifying 
identified concepts.   
 
5. Examining 
Categories and 
Sub-categories 
 
This process of identifying sub-categories opens up the elements related 
to the identified categories.   
 
6. Developing 
Categories in 
terms of 
Properties and 
Dimensions 
According to Strauss and Corbin [1990] the properties and dimensions of 
categories facilitate the identifying of core categories and the 
development of a well-grounded theory.  This exercise was achieved by 
way of developing the properties and dimensions in a rigorous and 
dynamic manner.  During this step, I tried to identify any properties that I 
deemed to be associated with a category, e.g. home work, friends, parents 
and internet use etc. 
 
 
The table below is an example of line-by line coding that I incorporated in an attempt to make 
meaning from the data [Charmaz, 1995].  
  
Table 6.3. An Example of line by line Coding  
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What is going on? 
 
Resistance, solitary 
confinement, fantasy, out of 
touch with reality 
 
Shifting blame, finding scape- 
goats, trapped    
 
 
 
Conditional involvement 
 
 
 
 
 
Defeatist attitude, belittlement, 
bullying   
 
1. Q- I noted that you seem to favour the back corner of the class.    
2. Could you tell me why? 
 
3. G2- «WR HVFDSH IURP DQVZHULQJ WKLQJV«TXHVWLRQV  , VLW LQ WKH
4. FRUQHU WR PDNH P\VHOI GLVDSSHDU  ,Q WKH FRUQHU«, VKXW P\VHlf     
5. IURPTXHVWLRQV«,ILQGVHFXULW\DV,DPOHIWRQP\RZQGHYLFHV 
 
6. Q-[to probe deeper] what do you mean by own devices? 
7. G2- , PHDQ LQ WKH FRUQHU VWUXJJOLQJ«TXLHW «KDOI WKH WLPH P\
8.  work is never checked. 
 
9. Q-I have also noted that you seem to participate more if it is group 
10. work, why is it so? 
11. G2- ,ZLOOSDUWLFLSDWHVRORQJDV,¶PQRWWKHSHUVRQWRVSHDN,
12. will always escape from answering questions. 
 
13. Q-why? 
14. G2- ZHOO,GRQ¶WZDQWWRJLYHWKHPDQRWKHUUHDVRQWRbe bullied, 
15. laughed at and ridiculed. 
 
 
 
Although this exercise was tiring and laborious, it was rewarding in that I began to understand 
better what the participants are communicating as well as assisting with questions to probe 
further. 
6.5.1. Classroom Participant Observation  
The observations revealed that varying methods of lesson deliveries were employed by the 
teachers.  Interactive works such as group discussions, individualized activities such as silent 
reading were sometimes favoured by some teachers.  On closer look, teachers who used the 
more individualized approaches seemed to use them as control devices.  These were classes 
were frequent disturbances occurred and the teachers sometimes appeared overwhelmed by the 
sheer numbers of pupils with challenging behaviour in their classes.  Genuine teacher pupil 
relation was compromised by large numbers of pupils, thereby depriving pupils the attention 
they deserve.  This seemed to erode and or compromise the quality of educational experience 
these pXSLOVUHFHLYHGLVFLSOLQHLVORVWOHDGLQJWRWHDFKHUV¶XQKDSSLQHVV 
 
The following quotes depict the responses from sample students as to what they perceive 
assessment does to their self±esteem.  These narratives, by students, illuminate our 
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understanding of how some borderline students may feel in English classes.  Unfortunately, 
narratives from students from impoverished backgrounds within the White working class 
families were not available due to either lack of interest or withdrawal from participation.   
 
It seemed to me that, Years 9 and 11 spent much of their time on revision and preparing for the 
exams that were due at the end of the year.  Please note that, this observation does not  claim 
that there were no teachings going on in these classes but rather,  emphasis were put on the 
KRZDQGZKDWWKHH[DPTXHVWLRQVPD\DSSHDUOLNHDVZHOODVWKHH[DPLQHUV¶H[SHFWDWLRQV,Q
turn pupils struggling with learning, received very little or no attention from the teachers or 
their language assistants.  This meant that pupils worked individually most of the time or were 
DVVLVWHGE\SHHUV  ,I DQGZKHQFODVVURRPDVVLVWDQWVZHUH DYDLODEOH WKH\ VDW QH[W WR µNQRZQ
WURXEOHRUPLVFKLHIPDNHUV¶PDLQO\WRVWRSWKHPIURPµPLVFKLHI¶6RPHRIWKHSXSLOVUHVHQWHG
having assistant teachers sitting next to them as this sent a wrong message to their peers.   
 
As a matter of protocol, every teacher is obliged to call the register each time another class 
came in for lessons.  This brings the theme of authority manifestation.  Traditionally authority 
emanates from the teacher's assumed advanced knowledge and superior status in relation to the 
student.  This is also reflected by the institutional design in the teacher's power to award 
grades.  Eliason [1995] argues that the role of the instructor cannot be underestimated in a 
classroom as it purports to promote diversity.  However, let me hasten to say that sometimes, 
WKHWHDFKHU¶VSRZHUWRDZDUGJUDGHVFDQEHDVRXUFHIRUFRQIOLFWDVSXSLOVFRPSDUHDQGGLVFXVV
PDUNVDQG WHDFKHU¶Vcomments.  This observation will be discussed fully under documentary 
evidence.   
 
Nonetheless, in summary, the themes that emerged in the analyses of participant observations, 
are marked with an asterisk, those identified from interviews are marked with a µ¶DQGWKRVH
from GRFXPHQWDU\GDWDDUHPDUNHGZLWKµ¶The themes are: 
x Authority, Treats and Intimidation by teachers *, 
x High self-regard/assertiveness particularly by Moslem girls #, 
x Disrespect/resistance  or oppositional culture to the system/authority by pupils *, 
x Resistance to Participate in Class Activities *, 
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x Refusal to participate in class activities*, #, 
x Passive class participation*, #, 
x Interest and Enthusiasm for Learning *, #, 
x Unfair Practices *, +, 
x Resistance *,  #, +, 
x Ridicule, Bullying and Racism #, 
x Broken Trust and Social Bridges *,  
x Lateness and truancy*, 
 
In this section the themes will be discussed as they occurred in each data source and the 
searched literature will be consulted for critical analysis purposes. 
6.5.2. Authority, Threats and Intimidations 
$FFRUGLQJ WR *HH >@ HYHU\RQH LV D PHPEHU RI DQG GLVSOD\V µVRFLDO LGHQWLW\ RU SULPDU\
GLVFRXUVH¶ DQG LV DOZD\V XQGHU QHJDWLRQ LQ WKH FRQWH[WV SUDFWLFHV DQG SROLWLFV RI HYHU\GD\
life.  Gee [ibid] contends that membership in a discourVHPD\FRPHµIUHH¶E\EHLQJERUQLQWRLW
>HJ EHLQJ ERUQ &DWKROLF@ RU PD\ FRPH E\ GHIDXOW E\ PHDQV RI RQH¶V GHDOLQJV LQ DQG ZLWK
certain institutions [such as being a student].  Gee [1996] further postulates that it is possible 
that someone can be a member of a what maybe seemingly be taken as socially conflicting or 
contradictory Discourse: thus 
Each of us is a member of many Discourses, and each Discourse represents one of our ever 
multiple identities.  These Discourses need not, and often do not, represent consistent and 
compatible values.  There are conflicts among them, and each of us lives and breathes these 
conflicts as we act out our various Discourses. [Gee, 1996, p. ix]  
 
Thus, participant students and teachers displayed various Discourses during my tenure of 
participant observations some of which are discussed in the following excerpts. 
  
'XULQJSDUWLFLSDQWREVHUYDWLRQ WKH WKHPHRI µDXWKRULW\ WKUHDWV¶RU LQWLPLGDWLRQPDQLIHVWHG LQ
IRXURIWKHILYHWHDFKHUV¶OHVVRQVWKDW,REVHUYHG,QWKHIROORwing accounts, there will be an 
attempt to present and discuss this theme as observed by the researcher during participant 
observations and conversations listened to between teachers and pupils as depicted in the 
following scenarios.  In some instances, authority resorted to what some may regard as 
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intimidation and or bullying tactics.  Which put paid the idea of encouraging pupils to gain 
control of their own learning.  As these themes manifest in behaviour outcomes in this 
exercise, it is important howeveU WR FRQFHGH WKH LPSRUWDQFH RI WHDFKHUV¶ FKDUDFWHULVWLFV LQ
relation to the circumstances and situational context in which these themes occurred.  
According to Willis [1977]:  
The school is the agency of face to face control par excellence.  The stern look of inquiring 
WHDFKHU WKHUHOHQWOHVVSXUVXLWRI µWKHWUXWK¶VHWXSDVDYDOXHHYHQDERYHJRRGEHKDYLRXU WKH
common weapon of ridicule; the techniques learned time whereby particular troublemakers can 
µDOZD\VEHUHGXFHGWRWHDUV¶«>S@ 
 
Here, Willis >LELG@ DOOXGHV WR WKH PDQLIHVWDWLRQ RI WKH µKLGGHQ FXUULFXOXP¶ WKDW FDUU\ social 
implications, political underpinnings, and cultural outcomes of the education activities that are 
unwittingly hidden in the curriculum.  However, Bowles and Gintis [1976] arguHWKDWVWXGHQWV¶
social class, race and gender play a significant role in determining the social exposures they 
KDYHDWVFKRRO7KXVWKHUHLVQRVLQJXODUKLGGHQFXUULFXOXPEXWµSOXUDOV¶ 
 
Further, Bowles and Gintis [1976], postulate that schools function to uphold the capitalist 
system because of particular social relations which occur in schools, that is: 
x the hierarchical division of labour between teachers and pupils, 
x WKHDOLHQDWHGFKDUDFWHURISXSLOV¶VFKRROZRUN 
x the fragmentation in work [and the destructive competition among students]. 
 
Martin [1983] defines a hidden curriculum as: 
«DVHWRIOHDUQLQJVWDWHV>IURPZKLFKVWXGHQWVOHDUQ@DVD UHVXOWRI WKHSUDFWLFHVSURFHGXUHV
rules, relationships, structures and physical characters which constitute a JLYHQ VHWWLQJ«WKH
WHDFKHUV¶ XVH RI ODQJXDJH«WH[WERRNV DQG DXGLR-visual aids, furnishings and architecture, 
GLVFLSOLQDU\ PHDVXUHV WLPHWDEOHV WUDFNLQJ V\VWHPV DQG FXUULFXODU SULRULWLHV« >0DUWLQ 
pp. 126-128]    
 
However, Willis [1977] argues that school structures are not that important in understanding 
WKLVµKLGGHQFXUULFXOXP¶EXWSXSLOUHVLVWDQFHV1RQHWKHOHVV Bourdieu [1992] contends that, to 
survive in any social field requires the willingness to play the game which, with its specific 
stakes, constitutes the field; hence all the shouting, hauling threats and bullying by both pupils 
and teachers alike.     
 
$FFRUGLQJWR&KLOG>@µEXOO\LQJLVDJJUHVVLYHEHKDYLRXUXVXDOO\SHUVLVWHQWDULVLQJIURP
deliberate intent to cause physical or psycholRJLFDOGLVWUHVVLQRWKHUV¶>S@)XUWKHU&KLOG
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SRVWXODWHV µEXOO\LQJ FDQ EH YHU\ KXUWIXO WR WKH UHFLSLHQW DQG WKH GHJUHH RI KXUW LV RIWHQ QRW
UHDOLVHG E\ WKRVH GRLQJ WKH EXOO\LQJ¶ >LELG@   +RZHYHU , ZLOO DOVR KDVWHQ WR DUJXH WKDW ERWK
teachers and puSLOVDUHIDFHGE\DGLOHPPDRIRSSRVLQJZRUOGV 2QSXSLOV¶ZRUOGWKHUHLVD
counter- VFKRROFXOWXUHZKHUHSXSLOVDUHFRQWLQXRXVO\DVNLQJµKRZGR,SOHDVHERWKSHHUVDQG
HGXFDWLRQDOGHPDQGV¶>:LOOLV@DQGWKHWHDFKHUV¶ZRUOGZKLFKSHUPHDWHVWKHµPDVWers of 
their own curricula [Child 2001], of accountability and authority culture.    
 
The researcher noted that some pupils behaved in a manner that necessitated stern talking and 
reprimands as the behaviour was construed to be tantamount to insubordination and disrespect 
for authority.  In similar circumstances, :LOOLV>@GLVFRYHUVWKDWWKHODGVZKRDUHµOHDUQLQJ
WR ODERXU¶DUH LPPHUVHG LQ WKHLURZQFXOWXUH ODQJXDJH LGHDVDWWLWXGHVDQGH[SHFWDWLRQV WKDW
constitute a school counter-culture.  For WillLV>LELG@µthe rejection of school and opposition to 
WHDFKHUV FDQ EH VHHQ DV µFRXQWHU VFKRRO FXOWXUH¶ >S@  )XUWKHU :LOOLV >LELG@ FRQWHQGV WKDW
RSSRVLWLRQWRWKHVFKRROLVSULQFLSDOO\µPDQLIHVWHGLQWKHVWUXJJOHWRZLQV\PEROLFDQGSK\VLFDO
space from WKHLQVWLWXWLRQDQGLWVUXOHVDQGWRGHIHDWLWVPDLQSXUSRVHµWRPDNH\RXµZRUN¶>S
26].   
 
 It seemed as that the way Mr BT instilled order was full of threats and intimidation [see an 
example of an observed lesson, chapter five.]  Ms BT. too seemed to favour intimidation and 
WKUHDWDVVKHDOZD\VUHIHUUHGQDXJKW\DQGµPLVFKLHIPDNHUV¶WRWKHGHSXW\SULQFLSDO 
 
However, one disturbing feature about these threats was that the threats were most of the time 
directed towards a particular group of pupils, which in turn seemed to create a rift between this 
JURXSRISXSLOVDQGWKHLUWHDFKHUV:LOOLV>@FRQWHQGVWKDWWKHWHDFKHU¶VDXWKRULW\QHHGVWR
EH LQFXOFDWHG DQG PDLQWDLQHG RQ PRUDO QRW FRHUFLYH JURXQGV  7KXV µWKHUH PXVW EH FRQVHQW
IURPWKHWDXJKW¶>ibid, p.64].  It was suggested then during interviews that these teachers were 
µUDFLVW¶ 7KH ZRUGV µ5DFLVW WHDFKHUV¶GRPLQDWHGPXFKRI WKH LQWHUYLHZVZKLFK VKRZHUHG DQ
antagonism that exists between failing pupils from ethnic minority pupils and their teachers. 
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6.5.3. High Self-regard 
After the register calling, generally almost all lessons started with a recap of the previous 
lesson usually lasting anything between five to ten minutes.  This then gradually led to the 
introduction of a new topic or a continuation of the previous topic.  After spending a few more 
minutes on the topic of the day, pupils were then assigned work to do, usually tasks were 
written on the board.  If pupils experienced any difficulties, they were supposed to raise their 
hands and either the class teacher or the class assistant[s] would help the individual.   
 
During this period, I used the opportunity to move around the class, getting closer to the 
participants, conversing and offering assistance.  My observations revealed that, those pupils 
who struggle with their school work hardly raise their hands for assistance, with some getting 
temperamental when help was offered to them. 
 
One day, during a routine participant observation I approached [B1], a Year seven boy of 
African origin and offered to assist him get started since he was fidgeting with a pen rather 
than doing what as was asked to do.  Just as I stopped near his desk, [B1] looked me in the face 
DQG DEUXSWO\ VDLG µ, NQRZ ZKDW WR GR , GRQ¶W QHHG \RXU KHOS¶  , ZDV VWXQQHG DV I did not 
expect such reproach from a struggling student.  I was quiet for a little while before I asked if 
KHQHHGHGDSHQ>%@UHSOLHGµ,KDYHDSHQDQGGRQRWQHHGRQHWKDQN\RX¶,WDSSHDUVWKDW
%¶VRYHUO\KLJKVHOI-regard might be working against him, especially in circumstances where 
he where he resists assistance rather than embrace it for his own good.  
 
According to Bar-On [1997] self-regard is: 
«DVVRFLDWHGZLWKJHQHUDOIHHOLQJVRIVHFXULW\LQQHUVWUHQJWKVHOI-assuredness, self-confidence 
and feelings of self-DGHTXDF\«LVGHSHQGHQWXSRQVHOI-respect and self-esteem, which are based 
on a fairly developed sense of identity.  A person with good self-regard feels fulfilled and 
satisfied with himself/herself.  At the opposite end of the continuum are feelings of personal 
inadequacy and inferiority [p.18].        
 
By displaying aggression rather than embrace the offer of help, [B1] appears to be accepting 
who he is and looks set to protect his ego.  In the mean time, [B1] made unnecessary 
disturbances to his neighbours.  At the end of the lesson, he had not even completed writing the 
date.  As soon as the bell rang, he was amongst the first to be ready to leave the classroom.  
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Subsequent participant observations that followed revealed that [B1] hardly wrote anything 
meaningful.  His hand writing was very illegible and spellings were equally very bad.  Further 
to these negatives [B1] was frequently absent from school.  When asked to partake in an 
interview, [B1] exercised his rights by refusing to participate.  He however, moved to another 
school before the completion of the research study.  An interview with his parents was going to 
be very valuable in understanding his behaviour at home.   
 
In another instance, a year 11 boy [B2] of Somali origin who seemed to have behaviour 
problems, appeared to distaste outsiders.  He showed it by being temperamental to his 
classmates and teacher. [B2] participated well in oral activities but did not follow any rules.  
Often spoke out of turn, had had numerous altercations with teachers and had changed class 
once. 
 
One day on my way to a participant observation session in his class, I was stopped by the HoD 
who was standing in the department hallway watching the movement of pupils to their next 
lesson.  The HoD was keen to know how I was getting on and whether I needed any help.  By 
the time I walked into [B3] classroom, the class teacher was in the process of marking the class 
UHJLVWHU >%@UHPDUNHGµ$KLW¶V\RXDJDLQ¶.  ,IHOW WKDW%¶VUHPDUNVZHUHXQZHOFRPLQJ  I 
proceeded to the back of the class were I assumed my position. 
 
Later, I observed that [B3] participated well in oral activities.  However, his written work did 
not match his oral efforts as it appeared to be hurriedly done and rather untidily.  [B3] hardly 
completed the assigned tasks, seemed temperamental and spoke out of turn most of the time.  
Also, [B3] appeared very confrontational which made him to fall out with friends and 
classmates especially when he spoke out of turn.  Before the completion of this research study, 
he had been excluded from attending lessons.   
 
On the other hand, the clever pupils who probably needed minimal or no help frequently called 
for help.  The failure to use available assistance prompted me to ask why students shun the 
services of assistant teachers.  Two year 9 girls colluded in the following response: 
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µ:KDW'R\RXZDQWPHWR ORRNµGXPE"¶VDLGWKHILUVWJLUO <HDK ,ZRXOGQ¶WZDQW WR ORRN
GXPELQIURQWRIP\IULHQGV¶LQWHUMHFWHGWKHRWKHU7KDWDOVRZRXOGJLYHWKem another reason 
WREXOO\\RX«WREHEXOOLHGE\HYHU\RQH¶>WKHWZR\HDUJLUOVFROOXGHG@ 
 
Again, the two-WKURQJHG FXOWXUH LQ VRPH SXSLOV LV PDQLIHVWHG E\ WKH WZR \HDU  JLUOV¶
preference to appease peers over teachers. 
6.5.4. Refusal to Participate In Class Activities  
Empirical evidence suggests that the greater students' involvement and integration in their own 
learning the greater the likelihood that they will persevere.  It is equally true that that 
involvement influences learning [e.g., Astin, 1993, Ecclestone, 2005].  Conversely, Child 
[2001] argues: 
Where children are physiologically satisfied, where they feel secure and wanted, and where 
they have the opportunity to grow in confidence, independence and self-esteem through 
achievement, there is every likelihood that they will go on to seek intellectual satisfactions 
provided at school [p.81]. 
 
It is therefore imperative that, school engagement within and outside the classroom must 
appear to be healthy to student development. 
 
However, during the participant observation I observed that some students' participation in 
FODVVURRP DFWLYLWLHV ZDV UHODWLYHO\ SDVVLYH VXFK WKDW µVRPH EHKDYHG MXVW OLNH IRUFHG
accomplices with no obligation or commitment to learning.  There were instances when some 
pupils would openly refuse to participate in learning activities, such as reading aloud.  So, in 
accordance to Nunn [1996] who found that, classroom traits such as supportive atmospheres, 
DUH DV LPSRUWDQW WR VWXGHQWV¶ SDUWLFLSDWLRQ DV DUH VWXGHQW DQG OHDUQLQJ WUDLWV  In line with 
1XQQ¶V>LELG@REVHUYDWLRQV,WRRREVHUYHGWKDWVRPHWLPHVWHDFKHUVZRXOGQRWDOORZLPEDODQFHV
in class participation.  These teachers deliberately drew-in non-participating students to 
provide answers or to read after a few volunteers.  
 
To achieve this, Mr. BT suggested restructuring the learning activities to increase participation 
DQGILQGLQJVXEMHFWV WKDWµ«WKHVWUXJJOHUVIHHOFRPIRUWDEOHZLWKDQGWKRVHDFWLYLWLHVWKH\DUH
LQWHUHVWHG LQ¶  µ«VRPHWKLQJ WKHUH \RX ZLQ «WKH\ SDUWLFLSDWH  I also try to encourage 
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participation from quiet students without calling attention to their reticence.  This is not an easy 
practice though¶ 
 
However, on two different occasions B4 openly refused to read aloud to the class.  In one 
lesson, after a brief recap RIWKHSUHYLRXVGLVFXVVLRQVDERXW0DFEHWK¶VFKDUDFWHU0V%7UHDG
the first paragraph of Act 2 scene 1 of the play and then asked the class to read in turns, one 
after the other following sitting rows.  After the first six pupils [four girls and two boys] had 
read, B4 did not read when it was his turn to do so.  Ms BT. looked up and prompted B4 to 
UHDGEXW%EODWDQWO\UHIXVHGWRUHDGµ,GRQ¶WZDQWWRUHDG¶KHVDLG 
µ&DQ¶W\RXUHDGRU\RXZRQ¶WUHDG¶DVNHG0V%7 
 
I looked at B4 and waited for his response.  I noticed that everyone but a few pupils were 
looking at B4, who seemed to know that other pupils were staring at him.  B4 simply smiled 
and gazed at his book.  Shortly Ms BT. rhetorically asked: 
µ+RZGR\RXH[SHFWPHWRHQUROO\RXIRU\RXU6$7VLI\RXGRQ¶WVKRZ\RXUFRPPLWPHQW"¶ 
This prompted me to want to ask a number of questions: 
x Can B4 read fluently and is he a confident reader? 
x Does B4 care about SATs? 
x What is B4 hiding/what is functional about his behaviour?  
x Who determines which pupil sits fRUWKH6$7VDQGZKRGRHVQ¶W" 
 
,QWKHHQVXLQJSDUWLFLSDQWREVHUYDWLRQV,UHVROYHGWRSD\FORVHUDWWHQWLRQWR%¶VLQWHUHVWVDQG
future aspirations.  Willis [1977] discovers the existence of a counter culture within the 
µZRUNLQJFODVVER\V¶7KHEHKDYLRXr exhibited some of the participants in this study had signs 
of similar counter school culture.  The participants appeared to be engulfed in competing 
agendas; confused on whom to please, the teacher or peers.  The decisions to openly tell the 
teacher what he wants to and will not do often proves that B4  has chosen to please his peers 
LQVWHDGRIJRLQJE\VFKRROFXOWXUH 7KLV LV VKRZQDVD VLJQRI WRXJKQHVV µEHLQJD WRSGRJ¶
ZLWKLQWKHµSDFN¶ 
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The Catchment area for this community college does not present an encouraging picture as 
drug related crime and unemployment is rife.  Another contributing factor seems to emanate 
from lack of motivation and trust in the system DV WKHUH DUH IHZHU UROH PRGHOV IURPSXSLOV¶
areas.  $V(FFOHVWRQH >@ DUJXHV µ«EURDGer conditions, such as changes to occupational 
structures, local job prospects and communal attitudes to learning, are also important 
LQIOXHQFHVRQPRWLYDWLRQ¶>S@These observations will be pursued during respective pupil 
and teacher interviews as part of the interview and probing where clarity from observations 
was needed.  
6.5.5. Passive Class Participation  
Passivity was another theme I observed to be prevalent in some student samples during 
participant observations.  It bothered me that some of the sample students were failing to 
engage with learning.  The following journal extract shows a confrontational behaviour that led 
to lesson disruption.  
 
The following journal extract are comments from one passive student who preferred to sit in 
the corner during lessons. 
 
RQ- I noted that you seem to favour the back corner of the class most of the time, could you 
tell me why? 
 
G2 ±WRHVFDSHIURPGRLQJWKLQJV«DQGDQVZHULQJTXHVWLRQV,VLWLQWKHFRUQHUWRPDNH
P\VHOIGLVDSSHDU,QWKHFRUQHU«,VKXWP\VHOIIURPTXHVWLRQV«,ILQGVHFXULW\DV,DP
left on my own devices. 
 
Q-[to probe deeper] what do you mean by own devices? 
 
G2- ,PHDQLQWKHFRUQHUVWUXJJOLQJ«TXLHW«KDOIWKHWLPHP\ZRUNLVQHYHUFKHFNHG 
 
Q-I have also noted that you seem to participate more if it is group work, why is it so? 
 
G2- ,ZLOOSDUWLFLSDWHVRORQJDV,¶PQRWWKHSHUVRQWRVSHDN,ZLOODOZD\VHVFDSHIURP
answering questions. 
Q-why? 
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G2- ZHOO , GRQ¶W ZDQW WR JLYH WKHP DQRWKHU UHDVRQ WR EH EXOOLHG ODXJKHG DW DQG
ridiculed. 
 
From this narrative, G2 seems to have very little confidence and self-esteem in herself.  A 
major component of successfully achieving high self-esteem is that of maintaining a thread of 
PHDQLQJWRRQH¶VOLIH±having targets to aim for and goals to achieve [Thompson, 2001].  On 
the contrary, G2 does not seem to have any goals to achieve in education ±at least for now.   
 
+RZHYHU DFFRUGLQJ WR )UHXG >@ *¶V DFWLRQV DPRXQW WR WKH FRQFHSW RI GHIHQFH
PHFKDQLVPVXFKDVUHSUHVVLRQµ5HJUHVVLRQLVDGHIHQFHPHFKDQLVm against unacceptable drive 
LPSXOVHVSV\FKRORJLFDOFRQIOLFWVDQGUHFRJQLWLRQRIWUDXPDWLFH[SHULHQFHV¶>S@$FFRUGLQJ
WR ,OOHULV >@ LQ OHDUQLQJ WKHPHFKDQLVPVRIGHIHQFHFDQHQWDLO UHMHFWLRQ LH µRQHVLPSO\
will not let the impulses in question into consciousness [p.104]...the defence aspect deals with 
WKH QRWLRQ WKDW ZH XVH GLVWRUWLRQV ZKHQ WKH VXUURXQGLQJ ZRUOG EHFRPHV WRR PXFK IRU XV¶
>S@  7KXV * FKRVH µWKH FRUQHU¶ ZKHUH VKH FRXOG EH µOHIW WR KHU RZQ GHYLFHV¶ VR QR
learning takes place. 
 
In my next participant observation section, I observed that what G2 claimed regarding finding 
security in the corner was true.  This was not the case about her alone but for all who chose to 
VLW LQ WKH FRUQHU  , UHVROYHG WR PRQLWRU WKH WHDFKHUV¶ PRYHPHnts as they moved the class 
DVVHVVLQJSXSLOV¶SURJUHVVRQP\QH[WSDUWLFLSDQWREVHUYDWLRQV )RUWKHPDMRULW\RIWKHWLPH
teachers went as far as the middle of the class before they either went back to the board or 
moved onto another activity.  So the chances of someone getting stuck in the corner or 
SUHWHQGLQJWREHEXV\DQGEHLQJµOHIWRQWKHLURZQGHYLFHV¶DUHPXFKKLJKHUWKDQWKDWRIDSXSLO
nearer the teacher. 
6.5.6. Disrespect for Authority/ manifestations of 2 cultures. 
The theme of disrespect for authority/resistance surfaced during some lesson deliveries.  There 
were times when other participating students were too vocal in class which sometimes 
disturbed the smooth running of lessons.  At times, these disturbances overwhelmed the 
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teachers which led to these students being excluded from the lesson.  I then wondered and 
wanted to know if teachers were trained to deal with misbehaving pupils [see appendix B].  
 
According to Willis [1977], such opposition to authority is a result of counter-school culture.  
7KXV:LOOLV>LELG@DUJXHVµWKHPRVWEDVLFREYLRXVDQGH[SOLFLWGLPHQVLRQRIFRXQWHU-school 
culture is en-WUHQFKHGJHQHUDODQGSHUVRQDOLVHGRSSRVLWLRQWRµDXWKRULW\¶>S@ :LOOLV>LELG@
further postulates that this opposition is expressed mainly as a style and thus argues:   
 
It is lived out in countless small ways which are special to the school institution, instantly 
recognised by the teachers, and most ritualistic part of the daily fabric of life for the kids.  
Teachers are adept conspiracy thHRULVWVLW SDUWO\ H[SODLQV WKHLU GHYRWLRQ WR ILQGLQJ RXW µWKH
WUXWK¶IURPVXVSHFWHGFXOSULWV7KH\OLYHVXUURXQGHGE\FRQVSLUDF\LQLWVPRVWREYLRXV±though 
often verbally unexpressed-forms.  It can easily become a paranoic conviction of enormous 
proportions [p. 12].          
  
1RQHWKHOHVVDFFRUGLQJWR%HUQVWHLQ>@PDQ\VWXGHQWV¶ sense of involvement in classroom 
activities and practices lead to a µ«realisDWLRQ WKDW WKH\ GR QRW 
ILW LQ
 «Dnd a further 
realisation that school is not for them¶ >SS -52].  Given this prospect, the disaffected 
struggle with teachers and other students for control of classroom time and space and thus 
counter school culture manifests [Ogbu and Fordham, 1986]. 
 
The following field notes extract highlights the counter-school culture referred to by Willis 
>LELG@  ,W DOVR JLYHV UHDVRQ WR P\ VNHSWLFLVP DERXW VRPH WHDFKHUV¶ DELOLWLHV WR GHDO ZLWK
challenging behaviour in mixed classes.   
 
7KHFODVVWHDFKHUKDGMXVWDVNHGWKHFODVVWKHIROORZLQJµ+RZZRXOG\RXGHVFULEH0DFEHWK in 
WKHILUVWWZRYHUVHV"¶7KHUHZHUHDIHZKDQGVWKDWVKRWXS$VWKHWHDFKHUVFDQQHGWKHFODVVD
JLUO*ZDVREVHUYHGWREHFKHZLQJJXP7KHWHDFKHUVWDUHGDWKHUEHIRUHVKHVDLGµ*FDQ
\RXSOHDVHHPSW\\RXUPRXWK¶7HDFKHU- brings a bin to her.   
µ,KDYHVZDOORZHG LW¶ VKHFODLPHG WKHQVPLOHG 6XGGHQO\RQHER\ µ%¶ VKRXWV IURP WKH IDU
FRUQHU«µ*GRQ¶WZDVWHRXUWLPH«-XVWVSLWWKHµIXFNLQJ¶JXP¶ 
 
7KHWHDFKHUVXGGHQO\UHWRUWHGµ,ZLOOQRWKDYH\RXVSHDNOLNHWKDWLQP\FODVV¶ 
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Boy -B5±µZK\QRW"¶>VWDQGVXSDQGLQDUDJHNLFNVWKHFXSERDUG@-XVWWKHQ%LVHVFRUWHGRXW
of the class by the class assistant.  Two other boys join in the frenzy, laughing and throwing 
crumbled paper at each other.  The rest of the lesson time is spent on lecturing the need to stay 
DWKRPHUDWKHUWKDQFRPHWRVFKRROWRZDVWHRWKHUSXSLOV¶DQGWKHWHDFKHUV¶WLPH 
 
)URP WKLV REVHUYDWLRQ LW DSSHDUV WKDW WKH ER\V¶ EHKDYLRXU LV D FRPSOHWH VXEYHUVLRQ RI WKH
WHDFKHU¶V DJHQGD  5DWKHU WKDQ EH VXEMHFWHG WR GRLQJ FODVV DFWLvities they know they are not 
good at, they engage in behaviour that will have them excluded for the rest of the lessons.  By 
VRGRLQJWKHWHDFKHU¶VVWUDWHJLHVSOD\LQWRWKHVWXGHQWV¶KDQGV:LOOLV>@EHOLHYHVWKDWVXFK
self-direction and thwarting of formal organisational aims is tantamount to assault on official 
WLPHDQGHIIRUWVµDVLWUHJXODWHVDNLQGRIµKRQRXU¶±GLVSODFHGGLVWRUWHGRUZKDWHYHU¶>S@ 
 
In this instance, the teachers seemed to be under immense pressure from such challenging 
behaYLRXUDQG\HWWKHUHLVYHU\OLWWOHWKH\FDQGRWRVWRSLW&KLOG>@DUJXHVµWHDFKHUVIHHO
that regulations prevent them from applying discipline in the classroom and that stronger 
measures must be made available to counteract disruptive behaviour, one critical cause of 
stress [p. 78-9]. 
 
This extract illustrates the brutality of the working situation that is partially re-interpreted into 
a heroic exercise of manly confrontation with the task [Willis 1977].  Thus Willis [ibid] argues:   
 
Difficult, uncomfortable or dangerous conditions are seen, not for themselves, but for their 
appropriateness to a masculine readiness and hardness.  They are understood more through the 
toughness required to survive them, than in the nature of the imposition which asks them to be 
faced in the first place [p.150]   
 
7KXVDFFRUGLQJWR:LOOLV>LELG@VXFKEHKDYLRXUOLNHWKHRQHPDQLIHVWHGE\*DQGWKHµER\V¶
harbour the existence of two cultures and competing agendas.  In this scenario, both G1 and the 
µER\V¶VHHPWREHFontent on being evaluated by peers.  Some pupils will happily take up the 
SRVLWLRQRIEHFRPLQJFODVV µFORZQV¶ LQDQHIIRUW WRSOHDVH WKHLUSHHUVDQGDVDFRPSHQVDWRU\
behaviour.   
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6.5.7. Interest and Enthusiasm for Learning 
Kelly [1987] contends that people of minority cultures hold education in high esteem because 
µIURPWKHLUSHUVSHFWLYHGHVSLWHWKHIDFWWKDWHGXFDWLRQPD\QRWSURYLGHHTXDOLW\LWGRHVFKDQJH
WKHTXDOLW\RIWKHLUOLYHV¶>S@ 
 
This theme also manifested during participant observation.  The often troublesome participants 
VRPHWLPHVRIIHUHGUHIOHFWLYHFRPPHQWVRQHDFKRWKHU¶VEHKDYLRXU2QFHLQDZKLOHWKHRIWHQ
known mischief- makers appeared enthusiastic during oral discussions of Macbeth.  
Interestingly, these so called mischief- makers followed and behaved well, seemed to enjoy 
mostly the parts where fighting was involved.  This behaviour was manifested during video 
sessions of the same play, suggesting that perhaps these participants benefited more if images 
are incorporated in the learning.  Conversely Fisher [1995] postulates that children learn 
GLIIHUHQWO\µVRPHDUHDXGLOHVDQGOHDUQEHWWHUE\XVHRIWKHLUHDUVRWKHUVDUHYHVLOHVZKRSUHIHU
XVLQJH\HVRWKHUVDUHWDFWLOHZKRQHHGWRXFKIRUWKHLURSWLPXPOHDUQLQJ¶>S@$VVXch, there 
is greater need for a variety of strategies that can activate different facets of children 
intelligence as is the case with video learning.   
 
After the lesson, Mrs. B said:  
For once, -- and -- behaved, they showed some interest, may be because of your 
SUHVHQFH >UHIHUULQJ WR P\ SUHVHQFH LQ WKH FODVV@  7KHVH ER\V GRQ¶W VHHP WR YDOXH
HGXFDWLRQ«WRGD\LWZDVGLIIHUHQW,¶PJODGHYHU\RQHVHHPHGUHDOO\LQWHUHVWHG 
   
7KLV LV D QHZ H[SHULHQFH IRU PH DQG HYHU\RQH LQ WKH FODVV¶ LQWHUMHFWHG WKH DVVLVWDQt 
teacher.   
 
If this was a new experience for everyone in the class, one would imagine what it is like when 
there is no peace and the atmosphere is not conducive to learning/teaching.  I also wondered 
why the senior management team had not done anything to improve the situation.  My feelings 
were that challenging behaviour was a big issue.   
 
+RZHYHU &KLOG >@ ZDUQV µWKH WHDFKHU PXVW EH DZDUH KRZHYHU RI SUHMXGJLQJ WKH
capabilities of a child to the point where the teacher consistently underestimates or 
RYHUHVWLPDWHVWKHP,WLVVRHDV\WRµJLYHDGRJDEDGQDPH¶>S@,WKHQZRQGHUHGLIWKLV
particular teacher was failing to see any positives in these boys.  In line with this observation, 
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$GDPVHWDO>@REVHUYHGWKDWµWKHWUHDWPHQWRI\RXng people who require looking after 
IRUUHDVRQVRIFULPLQDOLW\DQGFKDOOHQJLQJEHKDYLRXUUHIOHFWVWKHLUSRVLWLRQDVµYLOODLQVDQGIRON
GHYLOV¶PDVNLQJWKHLUYXOQHUDELOLW\¶>S@ 
 
, WKHQ QRWHG WKDW , QHHGHG WR SD\ FORVHU DWWHQWLRQ WR WKH ER\V¶ EHKDYLRur in my future 
observations.     
 
$ GLVSDULW\ LQ WKH ZD\ GLIIHUHQW WHDFKHUV PRQLWRU SXSLOV¶ ZRUN VHHP WR EH FDXVLQJ WHQVLRQV
between teachers and their authority students.  The following came up in the discussions 
regarding homework.  In response to a question regarding teacher assessments, [see appendix 
C], three girls colluded in the following response. 
 
:HGRQ¶WWKLQNWKDWRXUDVVHVVPHQWLVIDLUO\GRQH7KH\FRQVLGHUVWXGHQWV«LI\RXDUHD
KRUULEOHVWXGHQWWKH\JLYH\RXDORZPDUN«DQGLI\RXDUHDOZD\V smiling, they give a 
KLJKHU PDUN  6RPH WHDFKHUV JLYH D YHU\ VKRUW WLPH WR GR KRPHZRUN«RWKHUV D YHU\
long time.  Mrs²JLYHV\RXKRPHZRUNRQ7KXUVGD\DQGH[SHFWVLWEDFNRQ)ULGD\«EXW
Mrs- LVVRQLFHZHOLNHKHUVRPXFK«VKHLVUHDOO\QLFH LVQ¶WVKH"$QG LI\RXGRQ¶W
KDQGLQ«VKHLVTXLWHIRUJHWIXO«ZKLFKLVJRRGEXWZHGRQ¶WDGGWKDWVKHLVROGVKHLV
QRWROGEXWNLQG,IZHGRQ¶WGRRXUKRPHZRUNVKHDGGVDQRWKHUGD\EXWVRPHWLPHV
ZKHQVKHLVYHU\PDGVKHZLOOPDNHXVVWD\GXULQJRXUEUHDNWLPH«ZKLFK is alright. 
 
Sometimes, indecision on the part of teacher can be viewed as a weakness and pupils often 
capitalise on it.  Deadlines have to be met and failure to do so has consequences.  Conversely, 
fairness in assessment and marking demand that teacher follow implicit criteria.  Pupils have 
WKHULJKWWRNQRZZKDWLVH[SHFWHGRIWKHP,QLPSUHVVLRQPDUNLQJµWHDFKHUVVKRXOGDWWHPSWWR
define what it is that gives a good or bad impression, and award marks according to the level of 
importance of these impresVLRQV¶>&KLOGS@)ROORZLQJDODLGGRZQFULWHULDEXLOGV
trust and stimulates participation without fear of victimisation.  
 
&RQYHUVHO\'XNHDQG0DOOHWH>@DUJXHµ«LQVFKRROVRFLDOIRUFHVRSHUDWHWRSURYLGHRU
limit access to knowledge, the study of oral discourse within the conversations of the 
FODVVURRPLVRQHSULPDU\ZD\WRZLWQHVVWKRVHIRUFHVLQSDUWLFLSDQWV¶WDONDQGDFWLYLW\¶>S@
And so, thus the salient aspects of talk can be explored through talk.  However, such talk and 
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social justice in education initiatives will not be successful unless they also help to redress 
LQHTXLWLHVLQVWXGHQWV¶RSSRUWXQLWLHVIRUHGXFDWLRQDOVXFFHVV.   
6.5.8. Unfair Practices 
The theme of unfairness in dealing with pupils emerged from the participant observations as 
well as from interviews with some participants.  The researcher observed that some teachers 
seemed to attend to and seemed to pay more attention to particular students during lesson 
deliveries.  This was overtly shown in the comments the teachers gave in praise to the 
individual pupils, which were encouraging and lengthy.  The following are some of the praises 
that other pupils received from their teacher.  Regrettably, some of the praise are contaminated 
praises, thus to say that the praise is masked by words of dissatisfactions. 
A good try --. Your work is quite neat but spoiled by the heavy crossing out.  You need 
PRUHSUDFWLFHZLWKXVLQJFDSLWDOOHWWHUVIRUQDPHV<RXUSDUDJUDSKOD\RXWGRHVQ¶WORRN
TXLWHULJKW¶µ([FHOOHQWFRPPHQWDWWhe end!   This is a good piece of work and I agree 
with your storyline.    
 
2QRWKHURFFDVLRQVLQWKHVDPHOHVVRQRWKHUSXSLOVJRWVLQJOHDFNQRZOHGJPHQWVµJRRG¶µ\HV¶
and so on.  However, the same theme re-emerged during a group interview with G1, G3 and 
G5.  These SDUWLFLSDQWVYRLFHGRSLQLRQVDERXWWHDFKHUVZKRPWKH\SHUFHLYHGWREHµ5DFLVWV¶
This is what the participants said: 
 
It is so boring that Mrs²and Ms²spend so much time with ± and ± at the expense of 
RWKHUV7KH\WKLQNZHGRQ¶WNQRZWKLV«ZHDUe not stupid you know.  I know why they 
spend more time with ±and --7KH\DUHUDFLVWV«WKDW¶VZK\:HZDQWWKHPILUHG¶ 
 
µ<HDKSOHDVHKHOSXVKDYHWKHPUHPRYHGIURPWKLVVFKRRO¶UHWRUWHG* 
 
Yeah, Mrs. ±is very cruel.  She has made many students cry. 
 
How? I asked. 
 
/LNH«DWWKHVWDUWRIDOHVVRQVKHZLOOVD\HYHU\RQHVWDQGXS7KRVHRI\RXZKRGLG
\RXU KRPHZRUN VLW GRZQ«WKHQ VKH ZLOO DVN HDFK DQG HYHU\RQH VWDQGLQJ ZK\ WKH\
KDYH QRW GRQH WKHLU KRPHZRUN  6KH ZLOO WKHQ JR URXQG FKHFNLQJ HYHU\RQH¶V
homework.  If she finds you seated if you did not do your homework, you would be in 
serious trouble....  I remember one day, my nana was poorly and I helped to look after 
KHU ZKHQ P\ PXP ZDV QRW ZHOO  , GLGQ¶W GR P\ KRPHZRUN«DQG«ZKHQ , WULHG WR
explain, sKHZRXOGQ¶WKDYHQRQHRILW6KHGLGQ¶WOLVWHQWRZKDW,KDGWRVD\VKHPDGH
me cry.     
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Duke and Mallete [2004] advise that data illustrate the ways that tacitly the wider social 
context of teacher-student interaction in an activity as apparently simple as sharing time can 
PDNH D GLIIHUHQFH LQ VWXGHQWV¶ SXEOLF LGHQWLWLHV DQG RSSRUWXQLWLHV WR OHDUQ DV ZHOO DV LQ WKH
UHFDSLODWLRQRIVRFLDO LQHTXDOLW\EDVHGRQUDFH¶ [p. 53].  These narratives are indications of a 
silent war or antagonism going on between some participants and their teachers.  In the eyes of 
these participants, it seems as though the teacher is authoritarian [Child 2000].   
 
Conversely, Walker [1993] believes that students always do understand when school is not 
working for them and when the practices of teachers are not of any use in their own lives or, 
when their use is illusionary.  Further walker argues that, for the majority of people, the most 
common experience of learning is one of formality and hierarchy where teachers, regardless of 
teaching method employed, determine the: 
 
...distinctions between teacher and student roles, the rules governing the sequence of learning in 
the classroom and the procedures for evaluating students, activities and curriculum content 
[p.139].  
 
However, it should also be remembered that these teachers have an accountability issue to 
contend with.  Further, Child [ibid] postulates that, teachers need to put pupils at ease by 
showing sympathy and willingness to talk through problems.  This process may require 
WHDFKHUVDQGSXSLOVWRIROORZVFKRROWUDGLWLRQVZKLFKPD\HQFRPSDVVFODVVURRPFRGHVµSDUWO\
ODLGGRZQE\WKHVFKRROEXWDUHPDLQO\OHIWWRWKHWHDFKHU¶>&KLOGLELG@&KLOG>@IXUWKHU
contends that the domination issue becomes the place of negotiation in applying codes of 
practice which should be followed by the class.  
6.5.9. Resistance  
 
There was strong evidence that some of these struggling pupils found it difficult to like school.  
For those that had recently joined the school, it was difficult to imagine how they were going 
to survive the British school system.  In fact, the behaviour manifested by some pupils [e.g. B3 
and B4, Year 9] suggest that they appear to hate school and are likely to hate and resist the 
system.  Such pupils are bound to fall through the cracks.  Empirical evidence suggests that 
pupils of this calibre tend to fail their GSCE tests, suggesting that they leave school without 
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any recognition of their study at secondary level.  And, this is not what the industry or 
employers are looking for.  Simply put, lack of interest usually translates to failure in school 
activities. 
 
Travers and Cooper [1996] postulate that the biggest stressors for teachers are pupil/teacher 
interaction such as verbal and physical aggression from pupils, dealing constantly with 
behaviour problems and high demands from parents and official appraisals among others. 
Conversely, Callender and Wright [2000] contend that education is by no means always a 
benign force for democratic justice.  They [ibid] argue that it can promote violence, for 
example in dehumanizing and inequitable punishment, condoning sexual and homophobic 
DEXVHRULQGRFWULQDWLRQLQWRPLOLWDULVPYLROHQWPDVFXOLQLWLHVRUKDWUHGRIWKHµRWKHU¶. 
 
In America for instance, Ogbu and Fordham [1986], investigating the issues of authority and 
engagement in the classroom through perceptions of black and immigrant students, found out 
that teachers and administrators perceived black students as difficult, and they needed to be put 
in line with school culture.  [I need to point out here that American, Canadian, Austrian, 
English and Welsh and Australian education systems are similar].  Further, Ogbu and Fordham 
[ibid] contend that members of this subgroup are typically disproportionately placed in Special 
Education classes, receive harsher punitive disciplinary actions, or drop out of school in larger 
numbers.  Observations similar to that of Ogbu and Fordham [ibid] were sentimentally 
manifested by participants in this study. 
 
For instance, during participant observation, some teachers showed signs of irritability, anxiety 
and frustrations emanating from challenging behaviour from some participants; whose 
behaviour ranged from naughtiness, squabbling, gum chewing and lesson disruptions.  Usually, 
trouble maQLIHVWHG IURP WKH VDPH µSHUHQQLDO WURXEOHPDNHUV¶ZKRDSSHDUHG WR ILQG OHDUQLQJ
challenging.  These observations concur with &RYLQJWRQ¶V >@ DVVHUWLRQV  &RQYHUVHO\
Covington [ibid] contends that pupils who fail to keep pace with learning try to protect their 
self-worth by:  
x Presenting the image of an attentive student while keeping a low profile and avoiding the 
WHDFKHU¶VDWWHQWLRQKRSLQJWKHWHDFKHUZLOOFDOORQRWKHUVWXGHQWV 
x Faking effort [e.g. by asking a question to which they already know the answer]. 
x Minimizing participation, for instance, by not volunteering. 
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x Claiming a reason for not being able to study [e.g., sickness, or family problems]. 
x Procrastinating and doing work at the last minute. [Covington, 2000] 
 
Similarly, according to Slee et DO >@ µ%ODFN VWXGHQWV ZKR DUH H[FOXGHG DW DQ HYHU-
LQFUHDVLQJ UDWH«KDYH ORQJ EHHQ GHVFULEHG DV KDYLQJ VSHFLDO HGXFDWLRQDO QHHGV«EHFDXVH RI
WKHLUIDLOXUHLQUDFLVWHGXFDWLRQDOFRQWH[WV¶>S@,URQLFDOO\WKHPDMRULW\RIWKHSDUWLFLSDQWV
in this reVHDUFK VWXG\ DUH µ%ODFN¶ DQG DUH UHSRUWHG RU DSSHDU WR KDYH OHDUQLQJ GLIILFXOWLHV
therefore, the probability that these pupils will inevitably be permanently excluded from school 
if proper help is not forthcoming is high.  On the other hand, according to generally held views 
within the self-esteem theory, these pupils may end up with very low self- esteem which might 
lead to juvenile delinquencies and eventually social misfits.  
 
According to Covington, [2000], self-worth theory assumes that human beings are innately 
driven to establish and maintain a sense of personal worth and belonging in society.  In turn, 
VRFLHW\PHDVXUHVSHRSOH¶VZRUWKDFFRUGLQJWRWKHLUDELOLW\WRDFKLHYHPDQ\VWXGHQWVSHUKDSV
even most of them, define their own worth in the same way.  Thus, students who value the 
demonstration of ability because of its implications in terms of status but have doubts about 
their own ability are likely to develop a defensive repertoire of tactics designed to avoid failure 
or even possible implications of failure.  The tactics that enable students to protect themselves 
from the negative implications of failure [i.e., an external as well as personal judgment of low 
DFDGHPLF DELOLW\@ LQFOXGH µVHOI-ZRUWK SURWHFWLRQ¶ µGHIHQVLYH SHVVLPLVP¶ DQG µVHOI-
handiFDSSLQJ¶VWUDWHJLHV 
 
In America for example, Fordham and Ogbu [1986] argue that members of this subgroup 
[Blacks and other minority groups] are disproportionately placed in Special Education classes, 
receive harsher punitive disciplinary actions, or drop out of school in larger numbers.  The 
VDPHWUHQGDSSHDUVWREHWKHFDVHLQ8.VFKRROVDVWKHFROOHJH¶V2IVWHGUHSRUWWHVWLILHV 
 
In the diagram below, I attempt to represent diagrammatically the kind of covert resistance 
being manifested by some participants.    
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Willis [1977] argues:  
In the working class area, there is a huge reservoir of class feeling to be drawn upon once trust 
has been decisively withdrawn from the school.  Neighbourhood, street and larger symbolic 
articulations of working class youth cultures supply themes for, and are themselves 
strengthened dialectically by counter school culture [p. 73].      
 
However, Ainscow [1991] believes traditional approaches of dealing with challenging 
behaviour are counter-productive as tKH\µKDYHOLPLWLQJRSSRUWXQLWLHVIRUVRPHFKLOGUHQ¶>S@
Ainscow [ibid] further argues: 
I believe that school systems must find better ways of conceptualising and responding to 
HGXFDWLRQDO GLIILFXOWLHV«,Q DWWHPSWLQJ WR FRQFHSWXDOLVH HGXFDWLRQDO GLIILFXOty in a more 
positive way we can more usefully see pupils experiencing difficulty as indicators of the need 
for reform.  They point to the need to improve schooling in ways that will enable them to 
DFKLHYHVXFFHVV«,WLVZRUWKDGGLQJDW WKLVVWDJHWKDW ,EHlieve that such reforms would be to 
the benefit of all pupils.  Consequently the aim is effective schools for all. [, p.3]   
 
,WVHHPV$LQVFRZ¶V>LELG@DUJXPHQWKDVEHHQVXSHUVHGHGE\WKHDGYHQWRIDFFRXQWDELOLW\DQG
high stake orientation.  Further to thiVDUJXPHQW$LQVFRZ¶V>LELG@SRVWXODWLRQVDUHFRQWUDU\WR
&KLOG¶V >@ LGHDVRI OHDGHUVKLSDQGH[HUFLVLQJFRQWURO WKDW LQYROYHVQXPHURXV WHFKQLTXHV
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Here, schools as min-VRFLHW\GHYHORSJXLGHOLQHVVXFKDVµNQRZLQJDERXWWKHVFKRROFODVVURRP
conduct anGZKDWVRPHGHVFULEHDVWKHSXULWDQRUSURWHVWDQWHWKLFRIµKDUGZRUN¶VREHUOLYLQJ
DQGPDQQHUV¶>S@ 
 
The following narrative illustrates that the college has codes of guidelines to follow as well as 
consequences for deciding to go against these codes.  Responding to a research question aimed 
at finding out whether students knew the repercussions of misbehaving, G2 said:  
If you mis-EHKDYH\RXDUH WROG µZHZLOOSXW\RX WRDFODVVRIPLV-behaviours.  So you will 
rather be quiet than be sent to this clDVV«QROHDUQLQJWDNHVSODFH1RRQHZDQWVWREHLQWKLV
horrible class.    
 
This narrative indicates the authoritarian stands smilingly adopted by the college staff.  It 
ZRXOGDSSHDUDV WKRXJK WKHVWUDWHJ\RIFUHDWLQJDFODVVFRPSRVHGRI µWURXEOHPDNHUV¶ Lnstils 
fear in children thereby assisting with behaviour management.  This approach, may be working 
IRUWKHVFKRROEXWWKLVDFWLRQLVWDQWDPRXQWWRµODEHOOLQJ¶WKHSXSLOV+RZHYHUWKHFUHDWLRQRI
such a class has been necessitated by the scale of the problem and thus, also shades light on the 
scale of challenging behaviour within the school.  What remains to be seen is whether the 
strategy works in the long run.  The following quote shades some doubt.   
 
«,ZLOOQRWNHHSTXLHWZKHQ,¶PWUHDWHGOLNHVKLW«, know I am a talkative person, but 
WKDWGRHVQRWJLYHDQ\RQHWKHULJKWWRWUHDWPHOLNHDGRJ,ZLOOH[SUHVVP\IHHOLQJV«,
KDYH D PRXWK DQG , ZLOO XVH LW  , GRQ¶W FDUH LI WKH\ KDWH PH«WKH\ DOUHDG\
GR«DQ\ZKHUH$IWHUDOO,¶POHDYLQJWKLVVFKRROVRRQ>*1, Year 7] 
 
)URP*¶VQDUUDWLYH LWDSSHDUVWKDW WKHLVVXHDWVWDNHKHUHLV WKDWRIDWWLWXGHSHUVRQDOLW\DQG
assertiveness.  There are positive views of herself whose combination paints a very unhealthy 
relationship with her teachers.  G1 seems to accept and acknowledge her weaknesses; which 
could turn out to be a positive for behaviour modification.  It appears clear here that G1 
identifies and acknowledges her weaknesses and shortcomings and yet is determined to 
fight/defy authority thereby magnifying the problem at hand.  
6.5.10. Ridicule and racism 
There were indications of ethnic polarizations that affected certain groups of pupils.  That is to 
VD\RQH¶VEDFNJURXQGDFFHQWDQGIOXHQF\LQ(QJOLVKLQIOXHQFHGKRZVRPHIRUHLJQSXSLOVDUH
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treated by fellow indigenous students.  Tinto [1993], argues that formal and informal academic 
experiences serve to shape and refine a student's commitment to his or her prospective, current, 
and future educational aspirations and commitment to their respective educational institutions. 
Also, formal and informal social experiences also impact by way of reinforcing students' 
devotion to learning, facilitate in the development of educational goals and improve their 
academic performance.  Nevertheless, a lack of meaningful and helpful academic and social 
integration experiences negatively influence student persistence decisions. 
 
For one African girl [Year 7], cultural transition has proven very difficult for her, thereby 
affecting and holding back her learning progress.  The girl explains how some native speakers 
of the English language have traumatized and belittled her and made learning unbearable in her 
class and school as a whole. She elucidates how she now feels:   
 
%DFNDWKRPHLQ«,IHOWWKDW,VSRNHJRRG(QJOLVKWKDQVome pupils in my class.  I spoke more 
fluently and believed that I was doing well. But here in Britain, I became conscious all the time 
that I was not as good as I believed.  In class, I now hold back comments or questions because I 
am worried that some pupils will ridicule me because of my accent.  At first, I thought that 
students would soon stop laughing at speakers of other languages; at least I have another 
language that I can speak more fluently and confidently unlike some of those that laugh at 
XV«WR EHKRQHVWVRPHWLPHV,IHOWDOLHQDWHGLQP\FODVV«,QWKHODVWWZR\HDUV,KDYHVXIIHUHG
frequent subtle embarrassment, been pulled down by constantly being reminded that I am from 
D WKLUG ZRUOG FRXQWU\«, DP IURP $IULFD DQG VKRXOG JR EDFN WR $IULFD WKDW I have no right 
EHLQJ KHUH  , KDYH FHUWDLQO\ H[SHULHQFHG SXSLO¶V PLVFRQFHSWLRQV DERXW P\ FRXQWU\ DQG P\
being in this country.  I did not expect this from fellow students.  I have also stopped 
participating in my favourite activities such as athletics.  If I could, I would transfer to another 
school. [ 
 
Experience has it that, controversies lurk when people talk ill about things that matter to them.  
The team manager, Team Libra quoted in Wright et al., [2005] argues: 
 
«5DFLVP LVZLWKLQ WKHHGXFDWLRQ V\VWHP LW¶VZLWKLQ WKHKRXVLQJ V\VWHP LW¶VZLWKLQ WKH MRE
market,«LW¶VHYHU\ZKHUH:KDW,¶PVD\LQJLV WKDWIRUWKHVH\RXQJSHRSOH«LVWKHUHFRJQLWLRQ
and ability to sort of logically think through this and things are just starting to drop into 
SODFH«6RIRUPe part of the drop their achievements and attainments is the fact that they are 
also beginning to feel the extra burdens of racism. [Team Manager, Team Libra, Nottingham: 
in Wright et al., 2005] 
 
The above quote suggests that the issue of racism in schools is not an isolated case but rather, a 
deeply imbedded phenomenon.  Thus the educational support for the emotional well-being of 
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pupils elides motivating disaffected pupils to engage with learning, yet, education in English 
DQG:HOVKVFKRROV¶GLPHQVLRQVRI VWXGHQWV¶H[SHULHQFHµDV\VWHPWKDWLVZLGHO\VHHQWREHDULG
over- rational and test-GULYHQ¶>(FFOHVWRQH@ 
 
*¶V narrative suggests that her school life and treatment by fellow students is not conducive to 
learning.  My observation is that such problems as racism, bullying, prejudices and inequalities 
in education appear to be exceedingly difficult to remedy through policy mandates alone.  Such 
negative experiences and interactions potentially lead to poor student academic and social 
performance.  One wonders how such problems can be tackled.  Unfortunately, it appears that 
G6 is not alone in this predicament as expressed by the following quote from yet another year 8 
girl responding to a follow-up research question: How do you find life at this school? 
*HQHUDOO\OLIHLV«IDLU«PD\EHEXWVRPHWLPHVKRUULEOH<RXVHHWKHUHLVDORWRIXQIDLUQHVV
here at --,GRQ¶WWKLQNZHDUHWUHDWHGHTXDOO\DQGIDLUO\DVVWXGHQWV(YHQZKHQ\RXFRPSODLQ
about something, you are not taken seriously.  
 
As it is my belief that listening teachers foster closer working relationships with students, 
making them feel valued, something that is deeply connected to learning; I asked her for 
FODULW\7KHUHZHUHFOHDUDVVXPSWLRQVWKHWHDFKHUIDLOLQJWROLVWHQWRWKHSXSLO¶Vproblem, and 
secondly the power differentials that were preventing equal conversations.  McLaughlin [2000] 
DUJXHV µWKHUH DUH OLQNV EHWZHHQ LVVXHV RI GLDORJXH DQG LVVXHV RI SRZHU DQG SRZHUOHVVQHVV¶
[p.19].  Therefore, listening to such complains could be emotionally challenging suggesting, 
having a dialogue as presented by G6 is disturbing.     
 
What do you mean by that?  I asked G6 as I did not want to speculate on what G6 really meant.  
 
/LNH«HK ODVW WLPH , FRPSODLQHG WR P\ WHDFKHU DERXW EHLQJ EXOOLHG EXt nothing was 
GRQHDERXWLWDQGVRPHWLPHZKHQ,JHWEHWWHUPDUNVIRUP\ZRUNWKHVHµ:KLWH¶ER\V
DFFXVHPHRIFKHDWLQJ2QHVDLGµ\RXZURWHWKHDQVZHUVRQ\RXUVNLQZLWKDEODFNSHQ
VR WKH WHDFKHUFRXOGQ¶WVHH LW«DQGZKHQ , WROGRXU WHDFKHUKHGLGQRW believe me.  I 
was even told off and threatened with detention.  If you stand up for yourself, you get 
LQWRPRUHVHULRXVWURXEOH«ZKDWGR\RXGR",MXVWIHHOOLNH,ZDQQDFU\«QH[W«,GRQ¶W
VD\DQ\WKLQJ«,IHHO,PLJKWVQDS 
 
In this narrative, G6 has presented twinges of awareness and feelings of unhappiness caused by 
bullying and racist attacks.  At this point she also presents signs of unhappy and anxious 
feelings seemingly at crossroads to a healthy learning environment.  By reporting the problem 
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to an authority figure, G6 felt that this was an important way to access redress and help and 
thus restore much needed confidence and minimize minor aggression or escalation of any peer 
dispute.  However, failure by her teacher to listen to her cry for help even puts her in further 
agony.  In an empirical study by Ogbu and Fordham [1981], they examine the issues of 
authority and engagement in the classroom through perceptions of Black and Immigrant 
students, reported that teachers and administrators perceived Black students as difficult, and 
needed to be put in line with school culture.  
 
G6 is painting a gloomy picture about her experiences at school, a picture that needs to be 
addressed by the system.  Unfortunately for G6, the teacher is not seen to be helpful or at least, 
seen to be concerned.  It can be argued here that, for this participant, shouting for help without 
being heard is viewed as caused by who she is and her social class.  This is viewed as stalling 
her learning as she redirects her energy towards anti-school culture [Willis, 1977].  For some of 
these participants, staying at this community college hinges on the friendships they have 
developed.  As such, the absence of meaningful academic involvement leads to academic 
failure and thus challenging behaviour may state manifesting.   
 
Nonetheless, Bandura [1986] postulates that behaviour is self-regulated.  Thus according to 
Bandura [ibid], constrains to personal freedom include incompetence, unwarranted fears, 
excessive self-censure, and social inhibitors such as discrimination and prejudice.  Thus, 
EHKDYLRXUFDQEHLQIOXHQFHGE\RQH¶VRZQLPDJLQDWLRQ 
 
+RZHYHULWLVYHU\GLIILFXOWWRGHOLQHDWHWKHIXOOFRPSOH[LW\RIWKHWHDFKHU¶VDFWLRQVIURPWKLV
RQH SDUWLFLSDQW¶V QDUUDWLYH  %XW WKLV WUHQG LV WHVWLmonial evidence of scarcity of support 
resources for a certain group of students.  Nonetheless, such comments have racial 
connotations that need to be nipped in the bud.  By addressing such issues, as brought up by 
G6, teachers and students build good relations, thereby helping to facilitate in bullying and 
conflict issues more easily, sometimes before they escalate.  These comments especially 
FRPLQJ IURP D µ:KLWH¶ SXSLO PD\ VWHP IURP EHOLHIV WKDW µ%ODFN¶ SXSLOV DUH GXOO DQG
generalised by empirical researFKWKDWVXJJHVWµ%ODFN¶SXSLOVDVODJJLQJEHKLQGRWKHUSXSLOVLQ
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DFKLHYHPHQW  $V VKRZQ E\ *¶V QDUUDWLYH DQG WKH WHDFKHU¶V UHOXFWDQFH WR DGGUHVV KHU
complaint, suggests how such attitudes to bullying and violence may coexist at this college.    
  
However, Thompson [2001] contends that language plays a significant part in the construction 
and maintenance of discriminatory and oppressive forms of practice.  Thus Thompson [ibid] 
DUJXHV µGLVFULPLQDWRU\ ODQJXDJH WKHUHIRUH ERWK UHIOHFW WKH GLVFULPLQDWRU\ FXOWXUe and social 
VWUXFWXUH LQ ZKLFK ZH OLYH DQG DOVR FRQWULEXWHV WR WKH FRQWLQXDQFH RI VXFK GLVFULPLQDWLRQ¶
[p.33].  Thus for Thompson [ibid] many words and expressions have derogatory, or overtly 
insulting overtones whilst others are more subtle and less obvious in producing a 
GLVFULPLQDWRU\HIIHFW  ,QWKHVDPHYDLQ'XNHDQG0DOOHWH>@DUJXH µ«LQVFKRROVRFLDO
forces operate to provide or limit access to knowledge, the study of oral discourse within the 
conversations of the classroom is one primary wa\WRZLWQHVVWKRVHIRUFHVLQSDUWLFLSDQWV¶WDON
DQGDFWLYLW\¶>S@$QGVRWKXVWKHVDOLHQWDVSHFWVRIWDONFDQEHH[SORUHGWKURXJKWDON 
 
Nonetheless, for Adams HW DO >@ µ«UDFLVP PXVW EH DGGUHVVHG DW VWUXFWXUDO DQG
administrational level, while supporting individuals in overcoming personal experiences of 
RSSUHVVLRQ¶ >S@  +RZHYHU IURP *¶V QDUUDWLYH LW VHHPV DV WKRXJK WKH VWUXFWXUH LV QRW
helping the situation by paying dear ears.    
 
6.5.11. Broken Trust and Social Bridges 
)URP *¶V QDrrative, there seems to be an academic-social divide that typically plagues the 
trust between them and their teachers.  The shared learning experience of the students did not 
help with mending social bridges between participants from the ethnic minority [non-White 
students] and their White teachers.  For some participants, racial and academic concerns 
compete, causing students to feel trapped between the two worlds such that students have to 
choose one over the other.  Moreover, Callender and Wright, [2000] contend that schooling is 
by no means always a benign force for democratic justice.  It can promote violence, for 
example in dehumanizing and inequitable punishment.  Some students later commented: 
G5 said:  
Sometimes you learn more from a piece of paper than from our teachers.  All they do is yelling 
over nothing.  They all pretend to like you but what...they are full of favouritism.  When there 
LVVD\DILJKWWKH\DVNWKHµ%ODFNV¶ILUVWZKRGRQHLW,ILWLQYROYHVDµ%ODFN¶DQGDµ:KLWH¶
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we all knoZWKH%ODFNER\RUJLUOZLOOEHLQWURXEOH7KH\GRQ¶WOLVWHQWRWKHVWRU\VRPHWLPHV
I think of not coming to school...I start to think of skiving...I will not let everyone bully me, I 
would rather be somewhere. 
 
This comment by G5 suggests and is indicative of covert discriminatory practice going on.   
Thompson [2001] defines discrimination as: 
«Unfair or unequal treatment of individuals or groups; prejudicial behaviour acting 
against the interests of these people who characteristically tend to belong to relatively 
powerless groups within the social structure [women, ethnic minorities, old or disabled 
people and members of the working class in general].  Discrimination is therefore a 
matter of social formation as well as individual/group behaviour or praxis [p. 33]  
 
Conversely, Callender and Wright [ibid] assert that social justice on educational initiatives will 
QRW EH VXFFHVVIXO XQOHVV WKH\ DOVR KHOS WR UHGUHVV LQHTXLWLHV LQ VWXGHQWV¶ RSSRUWXQLWLHV IRU
educational success.  Moreover, pupils¶NQRZOHGJH and understanding are shaped by the formal 
and informal learning experiences they have access to, by the discourses shaping thought and 
by ownership and participation as well as the feedback it elicits. 
 
On the other hand, Hamachek [1987] contends that humDQV WXUQ WR GHIHQFH PHFKDQLVPV µWR
help us preserve or protect our self-V\VWHPV¶>S@2QHVXFKPHFKDQLVPDVVRFLDWHGZLWKWKLV
behaviour is projection [blaming other person].  Hamachek [1987] defines projection [blaming 
RWKHU SHUVRQ@ DV µD PHDQV E\ ZKLFh we (1) blame our own shortcomings, mistakes, and 
transgressions on others; and (2) attribute to others our own unacceptable impulses, thoughts 
DQGGHVLUHV¶>S@+DPDFKHN>LELG@IXUWKHUSRVWXODWHVWKDWVXFKKHOSPDLQWDLQRXUIHHOLQJV
of adequacy and self-esteem in the face of failure.  Could it be that G5 has turned to projection 
to serve herself?  Nevertheless, I pursued the analysis mindful that there are multiple truths 
[Foucault, 1980].  
 
,IROORZHGXS*¶VQDUUDWLYHE\DVNLQJµ+RZEDGLVEXOO\LQJDWWKLVVFKRRO"¶*¶VDQVZHUZDV 
 
Bullying... [Laughs] bullying is everywhere.  You are bullied in the bus, in toilets and in 
OHVVRQV:KDWGR\RXWKLQNDUHWKHUHDVRQVIRUDOOWKHILJKWV"¶ 
 
,W ZDV TXLWH FOHDU WKDW *¶V ZDV QRW KDSS\ DW WKLV VFKRRO  Her cultural transition was very 
difficult.  She comments:  
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Back in --, I spoke better English than most pupils. I even believed I could 
speak fluently.  But after arriving in Britain, I became aware all the time that I 
was not an indigenous speaker. I would hold back comments or questions in 
classes because I was worried that I could not speak as fluently as British 
students.  I felt alienated in this new school... In the next two years I was to 
experience frequently the subtle embarrassment caused by the fact that I am 
IURP D WKLUG ZRUOG FRXQWU\« , KDYH FHUWDLQO\ DOVR H[SHULHQFHG SHRSOH¶V
PLVWDNHQEHOLHIDERXWP\FRXQWU\« ,DOVRGLVFRYHUHGVDGO\ WKDW WKH(QJOLVK ,
had learned was not adequate in a British school.  I found that I hardly 
understood anythiQJ RXWVLGH WKH FODVV EHFDXVH VWXGHQWV¶ ODQJXDJH LV IXOO RI
slang. 
 
)URP*¶VQDUUDWLYHLWVKRZVWKDWKHUVHOI-esteem and self-image has diminished.  Therefore 
the likelihood of her succeeding in school work before her self-esteem and pride are restored, 
aUHYHU\VOLP  *¶VFRQILGHQFHDQGSULGHDSSHDU WRKDYH µQRVHGLYHG¶ FUHDWLQJREVWDFOHV WR
OHDUQLQJDQGSV\FKRORJLFDOVQDUHVIRUKHUVHOI$FFRUGLQJWR,OOHULV>@*¶VH[SHULHQFHFDQ
lead to resistance to learning.  Thus Illeris [ibid] argues:   
 
the resistance potential is typically activated when the individual is hindered or limited 
in his or her life fulfillment, and this can occur both in specific situations or more 
generally if the individual finds himself in contexts he perceives himself to be in 
conflict with, e.g. a more or less unwanted school or training course, a specific, a 
specific teacher or the social situation in the class or team [p.101].       
 
,Q DQRWKHUQDUUDWLYH D \HDU JLUO* VDLG WKDW VKH IHHOV VKH LV EHLQJEXOOLHGE\KHU µPHDQ¶
teacher.  She said: 
2QH GD\ , GURSSHG D SHQ DQG VDLG DORXG µRK *RG¶ P\ WHDFKHU WKHQ VDLG , ZDV
swearing.  When I tried to reason with her, I was threatened with level three- detention.  
0\ WHDFKHU LV VR µEXOO\¶ <RX VHH VRPH RI WKHVH WHDFKHUV VHHP Qice until you start 
talking to them.   
 
Q. Do you have a favourite teacher? 
 
G6 elucidates how she feels about one teacher she thinks makes lessons interesting. 
Responding to the question about confidantes and or favourite teachers, G6 said:   
 
<HDK«,GR«Hh, Mr--.  He makes everything a laugh; he makes everything a 
MRNHDQGPDNHVWKHOHVVRQVIXQ$QG«ZKHQ,¶PILQLVKHG«WKHOHVVRQ,FDQ¶W
UHDOO\ OHDUQ LI LW¶VPRUH«LW WDNHVPRUHRI IXQ WKDQ LWZDV OHDUQLQJZKLFK\RX
KDYHWRJHWDEDODQFHGRQ¶W\RX",I\RX gonna have a laugh you have a laugh 
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and if you gonna learn, you learn.   Whereas with him he would go, I got a 
JXQ«EXW ZKHQ LW JHWV WR WKH HQG RI WKH OHVVRQ\RX GRQ¶W NQRZ ZKDW \RX DUH
VXSSRVHGWRGR,IWKHOHVVRQVORRNPRUHRIIXQWKDQOHDUQLQJ«EXWDWthe end of 
WKHGD\,NQRZLWVZURQJ«DWWKHHQGRIWKHGD\\RXGRQ¶WZDQWWRZRUNLILW¶V
not worth it.  
  
G6 was cheerful when she spoke of her favourite teacher.  She was however quick to point out 
that there is need for limits and balances that need to be struck and maintained.  It also shows 
how thin the line that divides fun and serious learning.  As a follow-up, I took the opportunity 
to find out how G6 would react to peer assessment.     
Q-How would you feel if other students were to assess your work [peer assessment]? 
 
,W GHSHQGV«LW GHSHQGV RQ ZKR LV GRLQJ LW  , FHUWDLQO\ ZLOO QRW KDYH WKH
µJDEE\¶«ORXGPRXWKVDVVHVVLQJP\ZRUN %XW LI LW LV VRPHRQHQLFH , PLJKW
allow them. 
 
:K\ZRXOGQ¶W\RXDOORZWKHP" 
 
7KH\NQRFN\RXUFRQILGHQFH«WKH\ZLOOKDYHDQother reason to bully you.  
 
*¶VUHVSRQVHLVLQGLFDWLYHWKDWVRPHVWXGHQWVPD\QRWEHUHDG\WRDFFHSWSHHUDVVHVVPHQWDV
an alternative to teacher assessments to improve results.  G6 believes that peer assessment 
could also be a source of conflict and bullying.  However, Covington [2000] postulates that, 
students who resort to self-worth protection usually withdraw effort.  They stop trying, or make 
people think they do not try, thereby providing an excuse for failure that is preferable to trying 
and failiQJ EHFDXVH RI ORZ DELOLW\  +RZHYHU VXFK EHKDYLRXU LV OLNHO\ WR JDLQ RWKHUV¶
disapproval, get the students into trouble, and possibly result in punishment.  Defensive 
SHVVLPLVPLQYROYHVORZHULQJRQH¶VDVSLUDWLRQVDQQRXQFLQJORZFRPSHWHQFHRUORZDVSLUDWLons 
WR RWKHUV EHIRUH D WDVN LQ RUGHU WR ORZHU WKH WHDFKHU¶V RU RWKHUV¶ H[SHFWDWLRQV RU QRW WDNLQJ
studying seriously.  Self-handicapping refers to the use of another set of defensive strategies 
designed to introduce ambiguity in the failure±low ability connection by minimizing the 
DPRXQWRILQIRUPDWLRQWKDWLVDYDLODEOHWRRWKHUVUHJDUGLQJDQLQGLYLGXDO¶VDELOLW\ 
6.5.12. Cooperation among Students  
 
Another theme that manifested from the participant observations was cooperation among 
students.    During group work some participants, were seen conversing and assisting fellow 
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students who found the tough going.   Of particular interest was one Asian boy B5 who was 
often seen assisting a fellow student who had recently come from India.  The new student had 
language problems and sat strategically next to a fellow student who would from time to time 
receive assistance from the more knowledgeable colleague. 
 
Although it appeared commendable to see pupils assisting each other, this instance was 
unfortunate in that, the helper was losing a lot of his valuable learning time.  The other 
negative observation was that both the teacher and her assistant had shifted the responsibility to 
the student.   
6.5. 13. Lateness and Truancy 
Lateness and truancy surfaced as themes in the observations.  B3: a Year 9 participant was 
observed to be usually late for lessons and did not seem perturbed about it.  His reasons are 
XVXDOO\µ,QHHGHGWRXVHWKHWRLOHW¶RU,KDGEHHQGHWDLQHGE\WKHSUHYLRXVWHDFKHU,QIDFWKH
always has an excuse for his lateness.  Fordham and Ogbu [1986], postulate that Blacks and 
immigrants deal with a great deal of discrimination in the labour markets and in school.  This 
IRUD\ LQWR WKH FOLPDWH RI HFRQRPLF SURVSHFWV IRU WKH FLW\¶V SULPDU\ LQKDELWDQWV Ls helpful in 
constructing an inclusive history of failure.  Conversely, the majority of latecomers in this 
LQVWDQFHZHUHµ%ODFN¶ZKLFKDIILUPVVXJJHVWLRQVWKDWVRPHWKLQJLVDPLVV 
 
Ellsworth [1997] contends that prevailing discourse shapes learning by encoding and 
reinforcing relations of power through its conjectures, for example in the ways it recognizes, 
GHQLHV QRUPDOL]HV RU FRQVWUXFWV DV µRWKHU¶ FHUWDLQ LGHQWLWLHV DQG SDWWHUQV RI EHKDYLRXU
Therefore, it is imperative that school and classroom climates are constantly monitored as they 
can exacerbate [or alleviate] the status competition and prejudice that underlie most harassment 
and social exclusion.   
 
According to Willis [1977], there are many changeable reasons for opposition to the school-
lateness and truancy is among them.  
 
Truancy is only a very imprecise ±even meaningless ±measure of rejection of 
VFKRRO«WUXDQF\ LV RQO\ RQH UHODWLYHO\ XQLPSRUWDQW DQG FUXGH YDULDQW RI WKLV
CHAPTER SIX ANALYSIS AND DISCUSSION OF PARTICIPANT OBSERVATIONS, 
QUESTIONNIRES, INTERVIEWS WITH PUPILS AND DOCUMENTARY EVIDENCE 
 229 
principle of self-direction which ranges across chunks of the syllabus and covers 
many diverse activities: being free out of class, being in class and doing no 
work, being in the wrong class, roaming in the corridors looking for excitement, 
being asleep in private [p.26]. 
 
B4 had all the credentials of someone who was bent on creating his own day from what was 
being offered by the school [Willis 1977].  However, unfortunately pupils from impoverished 
backgrounds make up the majority found in this predicament.  
6.6. Documentary Analysis 
Evidence from the English assessment sheets seemed to show that most pupils had an idea of 
the quality of work they are expected to produce in order for them to attain a particular level 
HJ OHYHO +RZHYHU LWZDVQRWFOHDUKRZWKHSXSLOVHQGHGXSZLWKWKHVDPHµWDUJHWV¶  ,W
appears as though, pupils set their own targets as evidenced by what pupils themselves write 
about their strengths and weakness.  From the look of things, some pupils seemed to copy each 
RWKHU¶VWDUJHWVDVWKHUHZDVVRPXFKXQLIRUPLW\LQLQGLYLGXDOWDUJHWVZKLFKZHUH 
x To show an understanding of the poem. 
x To write an essay form 
x To write accurately. 
 
Due to the fact that, these pupils are operating on different levels, I believed that pupils were 
coping from each other or from the board as some even spelt some of the words wrongly. 
6.6.1. Reports and marks schedules 
Sometimes, reports and marks schedules show some pattern may need further observation 
study on a wider scale.  Teacher assessment marks for particular minority groups were always 
lower than the examination mark.  For example, some pupils obtained a level 4 in year six final 
key stage exam, and maintained that same level for the first informal tests before nose diving.  
Of the few participants in year 7 that I asked to provide their year six SATs results, only one 
did [see Appendix H].  
6.6.2. The Ofsted Report  
According to the principal of the Community College and collaborated by the inspection report 
carried out by Ofsted Inspections [2005], under section 10 of the School Inspections Act 1996, 
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the College serves an area which is used by the Leicester City local authority to house families 
coming to the city from abroad.  As a consequence, the college receives new students every 
week and loses students whose families, once settled in the country, move to other parts of the 
city or county.  The turbulence created by this movement is very high to the point of making 
continuity sometimes practically impossible.  The proportion of students from ethnic minority 
backgrounds is very high with more than ninety per cent whose home language is not English.  
The most frequently used home languages are Gujarati, Bengali and Somali.  The proportion of 
students who are at an early stage of learning English is also very high, with the major ethnic 
group being Asian Indian.  Other large groups are Black African and other Asian groups.  A 
very small number of students come from a White working class background.  Attainment on 
entry is well below average.  However, results at the end of Year 11 in 2004 were reported to 
be well above those of similar schools.   
 
The Ofsted Inspections team [2005] reported that the college deals well with the challenges 
presented by student mobility and the high numbers of students who are at an early stage of 
learning English makes the task a lot harder.  The Ofsted team acknowledged that, on the 
whole teaching is good and examination results are rising more rapidly than the national trend 
DQG WKDW WKH FROOHJH SURYLGHV YHU\ JRRG YDOXH IRU PRQH\  6RPH RI WKH FROOHJH¶V PDLQ
strengths were reported to be:  
x The consistency of teaching across the school,  
x That it takes very good care of its students and has very good ethos of personal and 
academic development that is fostered  
x Has a good range of effective support strategies to meet the many and varied needs 
of the students 
x The very good provision made for work related learning and for students identified 
as gifted or talented 
x The use of assessment data to monitor progress has been developed but requires 
greater rigour 
 
The report also indicated that, results at the end of Year 9, in 2004, in English, mathematics 
and science were well below national averages but in line with those of similar schools.  It was 
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noted that there was little difference between the performance of boys and girls.  However, 
current standards in Year 9 are below average in the three core subjects but are again above 
average in Information and Communication technology [ICT], average in art, design and 
technology, religious education and modern foreign languages and well below average in 
music, history and geography.  This appears to suggest that the majority of pupils are choosing 
particular subjects or speculatively, the quality of teachers may need investigation.  This 
precedence, may also suggest a focus in particular areas and negation of the other subjects.  
The actual cause needs to be investigated to ascertain the actual cause.   
 
However, Ofsted also reported that, GCSE results, in 2004, were significantly below average in 
several subjects, including Mathematics and English.  Nevertheless, results were average in 
Science and French, and significantly above average in Art, Design and Technology, 
Sociology, other languages and the new vocational courses.  It was also reported that, students 
made much better progress than students in similar schools, but below national average.  
Current standards in Year 11 are broadly average.  They are well above average in Art, Design 
and Technology, ICT and Religious education and below average in English, Mathematics, 
Geography and History.  Students with special educational needs, those for whom English is an 
additional language and those identified as gifted and talented, achieve well.  The gifted and 
talented achieve very well in Years 10 and 11 due to the additional opportunities they have. 
 
My analysis of the Ofsted report revealed a number of problems and inconsistencies.  First by 
concluding that the college is doing exceptionally well by producing better results than other 
schools in the same category is grossly flawed.  By toeing this line, the report suggests that 
there are multiple standards and criteria by which English and Welsh schools are assessed.  
6HFRQGO\ E\ EHLQJ FRQWHQW ZLWK WKH FROOHJH¶V 0DWKV (QJOLVK DQG 6FLHQFH UHVXOWV GHVSLWH
performances below the national level is being circumstantial.  Does the Ofsted inspectorate 
DVVXPHWKDWVFKRROUHVXOWVDUHGHWHUPLQHGPRUHE\WKHVFKRRO¶VVRFLDOFODVVRILWVSXSLOVUDFHV
or creed?  If they do, what is the essence of the national league tables and, why do they not 
investigate the cause of failure in these subjects?  Is it that the Ofsted inspectorate expects 
VFKRROV LQ VLPLODU FLUFXPVWDQFHV WR IDLO >OHDUQHG KRSHOHVVQHVV@ RU E\ WKH LQVSHFWRUV¶
interpretation of the schools status than it is by criteria.  And fundamentally, why are these 
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schools not doing so well in Maths, English and science while performing up to national 
average or better in all other subjects but these three?  It then appears that, such inspectoral 
practices are failing these pupils and their communities.  This suggests a case for hidden 
curriculum [Bowles and Gintis, 1976].   
 
$SSOH >@ DVVHUWV WKDW LQ µ,GHRORJ\ DQG &XUULFXOXP¶ WKHUH LV KLJK-status and low-status 
curriculum knowledge.  The poor and minorities are excluded from the high-status [technical] 
knowledge and this is used as a device to filter for economic stratification and future career 
prospects.  The same agenda could be at play here.      
 
Conversely Slee et al, [1998] argue:  
3XSLOVDUHREMHFWLILHGDVµLQWDNHYDULDEOHV¶E\DFXOWXUHRIGHILFLWPRGHOZKLFh appears to 
FROOXGH ZLWK VFKRROV¶ SHUFHSWLRQV RI µORZ¶ RU µKLJK TXDOLW\¶ RI LQWDNH  7KXV FHUWDLQ
schools are excused for poor assessment scores but only in the case of some working- 
FODVV FKLOGUHQ«WKLV VKLIW LQ WKH >(60¶V@ DPELWLRQV KDV EHHQ QHFHVVDU\ VLnce the 
SHUIRUPDWLYHFKDUDFWHULVWLFVRIWKHµHIIHFWLYHVFKRRO¶PXVWEHVHHQWRXQGHUSLQDQGLQIRUP
WKHµLPSURYLQJVFKRRO¶VRDUHSROLWLFDODQGDFDGHPLFUHSXWDWLRQVPDGHDQGVXVWDLQHG>SS
25-26].       
 
The above quotation suggests systemic hidden agendas within the government inspectorate 
VHWXS7KXV)RXFDXOW>@SRVWXODWHVµWUXWKLVDWKLQJRIWKLVZRUOGLWLVSURGXFHGRQO\E\
YLUWXHRIPXOWLSOHIRUPVRIFRQVWUDLQW«DQGLWLQGXFHVUHJXODUHIIHFWVRISRZHU (DFKVRFLHW\
has its regime of truth, its JHQHUDO SROLWLFV RI WUXWK¶ > S@  2QH ZRQGHUV WKHQ LI WKH
*RYHUQPHQW¶V LQLWLDWHG HGXFDWLRQ UHIRUP DQG VRFLDO MXVWLFH DUH ZHOO DOLJQHG LQ VHUYLQJ WKH
entirety of its people or are meant to be for the preserve of a few people.  These discrepancies 
create challenging problem for progressive educators and policy makers alike. 
 
Another distinct observation is set on performance school reports that have the following 
headings: Performance level, Expected level, Effort level.  The performance level is basically 
what the class teacher assesses the pupil to be operating at, while the expected level is based on 
the national level in that year group and finally the effort level is also teacher assessed.   
 
The whole process is open to abuse and does prejudice some unfortunate individuals especially 
where these marks are used for screening purposes.  For follow-up purposes, participants were 
asked how they felt with regards to teacher assessment comments.   
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%DGPDUNVPDNH\RXIHHOUHDOO\EDG«\RXIHHOIHGXS«OLNHyou are lower than 
HYHU\RQHHOVHJRRGPDUNVPDNH\RXIHHOOLNH«\RXDUHRQWRSRIWKHZRUOG,W
turns out...you to feel more confident...it feels good to be smart.  Good 
FRPPHQWVWHOODORWDERXW\RX«DERXW\RXUEHKDYLRXU,IWKHWHDFKHUOLNHV\RX
you always get good comments. 
 
Another girl said: 
 
0\WHDFKHUGRHVQRWZULWHJRRGFRPPHQWV«VR,GRQ¶WQRUPDOO\ORRNDWWKHP
If they are bad comments, I remove them.  But I prefer marks...but at the end of 
WKHGD\LWGRQ¶WPDNHDQ\GLIIHUHQFHWRPH 
 
The first response is indicative of the psychological impact and adverse effects of bad or 
unfavourable comments.  The participant elucidates her inner feelings for both favourable and 
adverse responses which work as motivators and demotivators.  For her, it seems wording and 
tone of the words is important.  Child [2001] argues that, positive and helpful methods of 
feedback, supportive, trustworthy, knowledgeable, friendly but firm attitudes and atmosphere 
are all positive factors.  The second response is indicative of a care-free attitude.  This is the 
kind of attitude most likely to lead to the anti-school culture [Willis, 1977].     
6.7. SUMMARY  
In this chapter, I have attempted to present a triangulated qualitative dimension of the study.  
Thus, the chapter dealt with analysis of participant observations, the questionnaire aspects of 
the research study, pupil interviews and documentary evidence.  The results from the analysis 
provide insight into two distinct, yet interrelated issues: the impact of formal and informal 
DVVHVVPHQWRQSXSLOV¶VHOI-HVWHHPDQGWKHWHDFKHUV¶LQYROYHPHQWDQGDWWLWXGHVLQEXLOGLQJWUXVW
WRZDUGV VWXGHQW¶V HPEUDFHPHQW RI OHDUQLQJ DQG SHUVHYHUDQFH An appraisal of the research 
question and sub-questions is vital to keep the research focus.   
 
7KXV WKH WLWOH RI WKLV VWXG\ LV µAn Investigation of the Impact of Formal and Informal 
Assessment on the Self-Esteem of Pupils with Borderline Learning Difficulties and Language 
Deficiencies in Mixed Ability English Language &ODVVHV¶ 
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The summary of the research findings are presented in bullet point form but not in any 
particular order.   
x For some pupils, especially those who found learning taxing, the classroom is the 
crossroads where two cultures meet [the social and the academic].  
 
x 7KHUHLVDOVRFDXVHIRUFRQFHUQDERXWVRPHVWXGHQWV¶ LQYROYHPent in learning and the 
DPRXQW RI VWXGHQW HIIRUW RQ WKH RWKHU EHWZHHQ WHDFKHUV¶ HIIRUWV DQG WKH TXDOLW\ RI
student effort, learning and persistence. 
Questions      Findings  
 
How do poorly performing pupils deal with 
negative comments, poor feedback and 
unfavourable marks? 
x Pupils attribute poor results to victimisation 
and racism practised against them by their 
teachers and fellow students. 
x Insensitive and unsympathetic teachers 
 
$UH SXSLOV¶ SHUFHSWLRQV RI WKH EHKDYLRXU
different from those of the teachers? 
x Pupils believe that they are not treated equally, 
that they are being bullied and that teachers are 
not consistent in awarding marks.       
x These disparities make some pupils feel they 
are victimised and hated by their teachers.  
 
How do poorly performing pupils deal with 
positive praise or comments? 
 
 
x )URP WKH SDUWLFLSDQWV¶ SHUVSHFWLYHV WKHUH DUH
some who feel they are prejudiced by the 
system.   
x These participants believe that there is covert 
individual and institutional favouritism and 
racism.   
x   
 
:KDW HIIHFWV DUH WHDFKHUV¶ DVVHVVPHQW
FRPPHQWVRQSXSLOV¶VHOI-esteem or behaviour 
x Pupils believe they are not fairly assessed. 
x Marks are awarded in accordance wiWKSXSLOV¶
behaviour. 
 
How do pupils do their homework?       
 
x Some pupils copy from friends, while there is 
evidence that those with internet access, 
download from web sites whenever they can.   
 
Are schools doing enough to assist learners 
with borderline difficulties? 
 
 
x The system seems to be hurting more the pupils 
it is designed to help.  The high stake testing 
and accountability is forcing teachers to cut 
corners and teach to the test. 
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x Alleged bullying practices by both the teachers and pupils are a cause for concern.  For 
some participants, ridiculing and racism practices have seriously affected their moral 
and self-esteem.  
x There exists an anti-school culture at this community college caused by many variables. 
x  There are numerous signs of resistance marked by anti school agendas such as lateness 
and truancy  
x Finally, the research findings reveal possibilities of resistance to authority and 
HGXFDWLRQ E\ VRPH PLQRULW\¶ VWXGHQWV  )RU WKHP DWWHQGLQJ VFKRRO LV RQO\ WR DYRLG
being in trouble from parents and police.  The results suggest lack of conviction in the 
education system.  
 
However, several major points of interest that emerged from the data will be probed further in 
chapter seven and discussed more fully in Chapter Eight, General Discussion of Findings and 
the Research Process.  Some pupils and teachers may have to be interviewed again to provide 
answers for emerging questions.    
 
I have also presented the results of this chapter in trying to fulfill the aims stated at the 
beginning of chapter one of this thesis.  A number of themes regarding the impact of formal 
and informal assessment as perceived by pupils as well as the demographic variables 
manifested were explored in relation to each other and assessment.  The narrative analysis 
process revealed a number of individual feelings that help with meaning facilitation of the 
possible impact of formal and informal assessment on the self-esteem on individual basis.  
Within these stories, are a number of emergent issues that are perhaps far from being self-
esteem issues?  
 
It seems that pupils are divided along racial, ethnic, class and other categories, and have 
GLVWLQFWO\IRUPHGDVWUXFWXUHRIH[SHULHQFH¶>*URVVEHUJ@6FRWW>@DUJXHVWKDWFODVVHV
have emerged as salient ways to think about and describe difference because of specific 
historical and contemporary structures of power and corresponding practices.  Thus in this 
instance, cultures of resistance, hate and anti school-culture seem to permeate the protection of 
µWKHµVHOI¶DQGRQH¶VLGHQWLW\:KLFKDFFRUGLQJWR+DOO>@ILQGLQJRQH¶VµDXWKHQWLF¶VHOI
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RUWKHFRUHRIRQH¶VLGHQWLW\LVDFHQWUDOSUHRFFXSDWLRQSDUWLFXODUO\LQPDLQVWUHDPPXOWLFXOWXUDO
GLVFRXUVHVKHQFHGHVLUHVWRSURWHFWRQH¶VLPDJH  Therefore, for some students, the anti-school 
culture attitude may have been facilitated by their social context. 
 
Some participants presented narratives that maybe linked to stress, anxiety and burnout.  
Leaving me to wonder if what we believe to be low self-esteem is truly esteem issues.  
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CHAPTER SEVEN 
 
ANALYSIS AND DISCUSSION OF INDIVIDUAL INTERVIEWS WITH TEACHERS 
AND PARENTS 
7.0. Introduction 
This chapter is in two parts.  Part one covers discussions concerning participant observations 
DQG WHDFKHUV¶ LQWHUYLHZV  ,Q WKLV DQDO\VLV , GLVFXVV WHDFKHUV¶ SHUFHSWLRQV DERXW SXSLOV¶
attitudes to learning as well as WHDFKHUV¶SHUFHSWLRQVRI WKH LPSRUWDQFHRISXSLOV¶VHOI-esteem 
towards their own learning.  This will be achieved by way of interviewing teachers as a follow 
up to participant observations conducted earlier in the study.  During these observations, I paid 
particular attention to the language and tone of that language and gestures of both teachers and 
pupils alike.   
 
'XNHDQG0DOOHWH>@DUJXHµFODVVURRPVDUHODQJXDJH-rich environments, and much of that 
language takeV WKH IRUP RI WDON DERXW WH[W NQRZOHGJH DQG LGHDV¶ >S@  )XUWKHU WR WKHVH
REVHUYDWLRQV 'XNH DQG 0DOOHWH >LELG@ DVVHUW µXQGHUO\LQJ WKHVH DUH IXQGDPHQWDO TXHVWLRQV
about the role of oral discourse in the social construction of knowledge, power, and identity in 
WKHFODVVURRPVFKRROV«¶>S@ 
 
However, there are practical concerns that emanate from curriculum, instruction, and 
classroom management which this research aims to discuss.  One way of analyzing the 
classroom discourse within school settiQJ LV E\ DQDO\]LQJ WKH FODVVURRP¶V LQVWUXFWLRQDO
conversations, their nature, content and purposes [Cole, 1996], which depict the salient 
meaning of practices that are central to classroom talk and activities in an attempt to identify 
what Gee [1996] calls µLGHQWLW\NLW¶7KHUHIRUHdirect quotes from participating teachers will 
be used and analyzed in an attempt to illustrate their perceptions that may have become 
apparent through words, gestures and actions.   
 
Thus Gee [ibid] contends that discourse is social as well as linguistic.  This way, I will be able 
to make sense of language codes, as well as dialect or speech style, use of spoken or written 
words, social norms and values and practices within shared social activity systems [Duke and 
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Mallete, 2004@2QHPD\ZRQGHUZK\µGLVFRXUVHDQDO\VHVPD\EHGHHPHGDSSURSULDWHLQWKH
analysis. 
 
According to Duke and Mallete [2004], teachers and pupils partly create the discourse by way 
of interactions and partly constrained by social, historical, cultural and political forces and 
factors [ibid].   As an important factor in the development of identity and literacy which is both 
OLPLWLQJDQGHQDEOLQJRIOHDUQLQJDQGOHDUQHUV¶IXWXUHV'LVFRXUVHDVHGXFDWLRQDOWDONHPERGLHV
three central features:  
1) It is jointly constructed by participants in connected oral text;  
2) It is a medium for the negotiation of meaning by sneakers within particular social 
contexts and;  
3) It is rule governed in order to be held in common with others, but it is also a 
creative act, with improvisation necessary as conversation moves from turn to turn, 
topic to topic.    
 
,Q WKH VHFRQG KDOI RI WKLV FKDSWHU , DLP WR SUHVHQW SDUW RI WKH DQDO\VLV FRYHULQJ SDUHQWV¶
interviews [see appendix H].  The sample size of the parent participants makes any 
genHUDOL]DWLRQVDERXWSDUHQWV¶YLHZVDQGEHOLHIVXQWHQDEOH7KHUHIRUHZKHQREVHUYDWLRQVDUH
H[SUHVVHGDERXWWKHSDUHQWV¶SHUVSHFWLYHVIURPGLIIHUHQWEDFNJURXQGVWKHFRPPHQWVDUHRQO\
meant to refer to these individuals in this study. 
 
Data discussed in this chapter, was acquired from participant observations during lessons 
conducted by participating teachers, audio-taped individual interviews with teachers and then 
parents.  This process is aimed at shedding light on the understanding of the perceived impact 
of formal and informal assessment on the self- esteem for borderline pupils with learning 
difficulties and language deficiencies learning in mixed English language classes.   
7.1. Summary 
The aims of this chapter are: 
   
1. WRLQYHVWLJDWHWHDFKHUV¶SHUFHSWLRQVRIWKHHIIHFWVRIDVVHVVPHQWRQSXSLOV¶VHOI-esteem.  
2. WRDVVHVVWKHLPSDFWRIWHDFKHULQIOXHQFHHIIHFWVRQSXSLOV¶VHOI-esteem. 
3. to investigate problem levels of challenging behaviour in classrooms.  
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In this chapter, I report data highlighting that, teachers have a lot of power, which they often 
exert to repress pupils as a way of restoring order and sanity to classrooms.  The data analyses 
also shows lack of trust between pupils and their teachers, mainly that pupils do not trust their 
teachers and that they feel victimised.  Pupils blame teachers accusing them of practising 
UDFLVP IDYRXULWLVP DQG ELDVHG DVVHVVPHQW RI SXSLOV¶ ZRUN IDYRXULQJ WKH JRRG SXSLOV DQG
peQDOLVLQJWKHµGLIILFXOW¶RQHV  
 
Below is a summary of some of the findings of this of this chapter. 
 
7.2. Data Collection  
$W WKH RXWVHW RI SDUWLFLSDQW REVHUYDWLRQV , ZDV PLQGIXO RI :ROFRWW¶V >@ DUJXPHQW µWKH
critical task in qualitative research is not tRDFFXPXODWHDOOGDWD\RXFDQEXWWRµFDQ¶JHWULGRI
PRVWRIWKHGDWD\RXDFFXPXODWH«WKLVUHTXLUHVFRQVWDQWZLQQRZLQJ¶>S@ 
   
7RPLQLPLVHWKHµRYHUORDGHIIHFW¶,WRRNKHHGRI6LOYHUPDQ¶V>@WLSV>LHKDYLQJDVHWRI
questions which I tried to answer]. By adapting questions that needed answering during 
Questions      Findings  
 
How do poorly performing pupils deal 
with negative and unfavourable 
assessment comments? 
x Pupils attribute poor results to victimisation 
and racism practised against them by their 
teachers and fellow students. 
x Blame teachers for insensitive treatment of 
students and favouritism. 
x Some participants are not bothered by what 
the teacher writes since they have 
SUHFRQFHLYHGLGHDVDERXW WHDFKHUV¶DWWLWXGH
towards them. 
 
:KDW DUH WKH WHDFKHUV¶ SHUFHSWLRQV
regarding self±esteem of poorly 
performing pupils? 
 
x Attribute to the absence of learning culture. 
x Absence of role models, particularly male 
WHDFKHUVIRUµ%ODFN¶ER\V 
What effects do WHDFKHUV¶ FRPPHQWV
regarding assessment have upon SXSLOV¶
self-esteem or behaviour? 
 
x Pupils believe they are not fairly assessed. 
x Marks are awarded in accordance with 
SXSLOV¶EHKDYLRXU 
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information gathering [participant observation], I managed to remain focused on the objectives 
of the study.   The following adapted questions assisted me with narrowing down the gathered 
information.   
x What do I see going on here and how is it being done? 
x What am I learning from this activity? 
x Why do I have to include it in my data? [Silverman, 2006].  
 
These questions work as pointers and or pegs assisting me to keep within reasonable confines 
and parameters of the research question. 
 
The participant observations were conducted without drawn-up observation schedules in 
preference to exploring new data or themes as they presented themselves to the researcher/ 
SDUWLFLSDQWREVHUYHUµ2QHRIWKHVtrengths of observational research is its ability to shift focus 
DVLQWHUHVWLQJQHZGDWDEHFRPHDYDLODEOH¶>6LOYHUPDQ6, p. 93].  I was thus able to focus or 
change my focus as themes naturally unfolded or manifested during observations.   
 
The participant observations were carried out between the months of September, 2005 to May, 
2006; for two days a week [Wednesdays and Thursdays] from 0900hrs to 1500hrs.  
Questionnaires and interviews were also conducted during this time span.    
 
Questionnaire and individual interviews were administered to six volunteer English teachers 
who taught years 7, 8, 9 and 11.  This group consisted of five female teachers and one male 
teacher.  Questionnaires were administered in the second phase of the research following 
paUWLFLSDQW REVHUYDWLRQ  7KH TXHVWLRQQDLUH FROOHFWHG LQIRUPDWLRQ RQ D UDQJH RI WHDFKHUV¶
history and experience and their individual perceptions of student attributes.  Wellington 
[2000] contends that TXHVWLRQQDLUHV DUH D UDSLG ZD\ RI REWDLQLQJ D µZLGHU SLcture or an 
RYHUYLHZ¶ >S@  +RZHYHU DFFRUGLQJ WR %HOO >9], such information obtained using 
questionnaires is often of rather superficial kind; hence the need for method triangulation 
adopted.  Bell [ibid] further argues that surveys answer the What, Where, When, How, but not 
:K\"   )RU WKLV UHVHDUFK WKH µ:K\¶ ZDV SURYLGHG IRU LQ WKH LQWHUYLHZV WKDW HQVXHG >VHH
appendices D, E and F].   
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On the other hand, interviewing allows the researcher to investigate and prompt things that are 
unobservable [WeOOLQJWRQ @  7KXV µZH FDQ SUREH DQ LQWHUYLHZHH¶V WKRXJKWV YDOXHV
prejudices, perceptions, views, feelings and perspectives.  We can also elicit their version or 
WKHLUDFFRXQWRIVLWXDWLRQV«¶>S@µ7KHPDLQHPSKDVLVLVRQIDFW-ILQGLQJ¶>LELGS 9], hence 
the need for method triangulation ideal for strengthen the reliability of findings. 
7.3.0. Field Notes and Participant Observations 
Field notes were also particularly helpful in providing non-verbal clues/information observed 
during the interview process.  They provided worthwhile information which tapes could not 
provide. [See appendix G. ±for an example of a field note].  In the following accounts, there 
ZLOO EH GHWDLOHG GLVFXVVLRQV RI WKH SDUWLFLSDQW REVHUYDWLRQ ILQGLQJV DV ZHOO DV WHDFKHUV¶
rHVSRQVHV WR UHVHDUFK TXHVWLRQV  7KH GLVFXVVLRQV PD\ FRQWDLQ GHWDLOHG SDUWLFLSDQWV¶
characteristics in relation to the circumstances and situational contexts in which they behaved.  
Similarly, the study of discourse as it occurs naturally in a learning setting will provide the 
much needed data for analysis.  Duke and Mallete [2004] argue: 
 
given that in schools, social forces operate to provide or limit access to knowledge, the study of 
oral discourse within the conversations of the classroom is one primary way to witness those 
IRUFHVLQSDUWLFLSDQWV¶WDONDQGDFWLYLW\¶>S@  
 
In order to get meaning from activities, Bandura [1980b] espouses that, behaviour is always a 
joint function of the agent [individual] and the situation, hence the importance to understand 
the context in which that behaviour occurred.  This process is crucial to understanding the 
what, why and how of what is really going on.  The following excerpts and discussions are 
WHDFKHUV¶SHUFHSWLRQVRIZKDW LVJRLQJRQLQWKHLUFODVVURRPVDQG lessons.  The teachers who 
participated in this study are representative of teachers not only of this community college, but 
of a large number of teachers teaching in similar public schools.  And therefore, understanding 
their perspectives is crucial to understanding the general moods, attitudes and beliefs regarding 
DVVHVVPHQWFXUULFXOXPDQGSXSLOV¶HVWHHPDQGZKRLWLVDIIHFWHGE\OHDUQLQJ 
7.37HDFKHUV¶%HKDYLRXUVDQG5HVSRQVHV 
 
In order to understand these perspectives the researcher was mindful RI )HQZLFN¶V >@
suggestions for explaining processes of knowledge development.  Thus Fenwick [2002] 
CHAPTER SEVEN ANALYSIS AND DISCUSSION OF INDIVIDUAL INTERVIEWS WITH 
TEACHERS AND PARENTS 
 242 
identified three sociocultural ideas that are useful for explaining certain processes of 
knowledge development within the context of learning: 
x First, that learning is experiential since it co-emerges with environment, individuals, 
and activity.  
x Second, that understanding is embedded in the conduct and relationships among the 
participants, rather than the minds of individual actors.  
x Third, that it is a continuous process of invention and exploration that is linked to 
disequilibrium and dissonance and amplified with feedback loops. 
 
Some participating teachers seemed to favour being authorative as they tightly controlled their 
FODVVHV¶EHKDYLRXUVLQDPDQner that sometimes drew them into conflicts with individual pupils 
unnecessarily.  Thus, the features on which power is amassed depict a coherent basis for action 
and influence over others, becoming organisational principally, guiding and governing our 
undHUVWDQGLQJV LGHQWLWLHV DQG VXEMHFWLYLWLHV  +XUG >@ SRVWXODWHG µ7KH FODVVURRP
environment is fraught with constant disruptions by some male students, managed in turn by 
teacher threats, and results in a shift of attention from the class lesson to disFLSOLQH¶>S@,Q
such situations, students express agency the only way they can: by resisting the teachers either 
actively through disruptive behaviour and socializing or less directly as willing spectators 
[Fordham and Ogbu, 1986].  Conversely, Bourdieu [1977] argues: µD whole body of wisdom, 
sayings, commonplaces, ethical precepts >µWKDW¶VQRWIRUWKHOLNHVRIXV¶@DQGDWDGHHSHUOHYHO
WKH XQFRQVFLRXV SULQFLSOHV RI WKH HWKRV ZKLFK«GHWHUPLQHV µUHDVRQDEOH¶ DQG µXQUHDVRQDEOH¶
FRQGXFWIRUHYHU\DJHQW¶ [p. 77].   
 
However, it must be said here that, learning institutions are presupposed to have considerable 
external authority; and the onus is in the learners to adjust to the demands and requirements 
accompanying this mode of learning [Smith, 1988].  My participant observations concur with 
[Hurd, 2004; Callender and Wright, 2000] observations of constant lesson disruptions; 
managed in turn by teacher threats  7KXV &DOOHQGHU DQG :ULJKW >@ DUJXH µD FHQWUDO
IHDWXUH«SXSLO¶V GLIILFXOWLHV LQ WKH VFKRRO Ls related to the perceived or experienced 
DXWKRULWDULDQLVP HPEHGGHG ZLWKLQ WKH VFKRRO HWKRV¶ >S@  7KH IROORZLQJ H[FHUSWV DQG
arguments reveal similar constructs.    
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Mr B.T. controlled his Year 7 class and seemed to expect them to just toe the line without 
breaking his rules and did not expect pupils to argue with him or question his authority.  Thus, 
teachers are in super-ordinate positions, empowered with the legitimacy to make decisions over 
pupils.  However, it must be mentioned here that, because nowadays, pupils are highly 
µFRQVFLHQWL]HG¶KDYHEHFRPHLQTXLVLWLYHTXHVWLRQLQJDQG LQIOXHQFLQJ WKRXJK LQHYLWDEO\DOVR
influenced by, the discourses around them as expressed by Freire [1994]; consciously question 
every action taken, which more often than not brings them into more scrutiny by the 
authorities.  When that happens, students are silenced by harsh and punitive means as the 
following journal extract suggests. 
 
In one instance, Ms Kh., who too appeared authoritarian, reduced higher marks awarded to 
three boys earlier on to lower marks because the boys were seen conversing during a speaking 
DQG OLVWHQLQJ OHVVRQ  µ%HFDXVH\RX WKUHHZHUH WDONLQJZKHQ\RXVKRXOGKDYHEHHQ OLVWHQLQJ
,¶PQRZJRLQJWRUHGXFHWKHPDUNV,KDGDZDUGHG\RX¶>MRXUQDOH[WUacts Year 8: 13/12/05].  Ms 
Kh. has a duty as a teacher, to oversee, check and organise students impartially.  On one hand, 
0V.K¶V>LELG@DFWLRQVPD\EHVHHQDVSXQLWLYHDQGEHQWRQµIL[LQJ¶WKHRXWRIOLQHSXSLOVE\
means that will put them in line with µRXU ZD\ RI WKLQNLQJ¶ ZKLFK H[DFHUEDWHV D IHHOLQJ RI
alienation in these pupils.   
 
On the other hand, her actions may not be perceived as repressive or oppressive, but rather as 
consequences for non-compliancy to expectations.  Her action ensures these boys perform at 
their maximum capacity in future.  But, in light of the consequences for the boys, it becomes 
difficult for an outsider to understand the supportive and justificatory framework of her actions 
especially considering the potential conflict her actions might trigger.  Ogbu and Fordham 
[1981] believe that the perceptions and treatment of black students throughout the history has 
led to an oppositional culture toward schooling.  Nonetheless, Bourdieu [1977] argues that 
while social practice has some purpose and practical intent for the individual, these goals are 
ORFDWHGZLWKLQDQ LQGLYLGXDO¶VRZQUHDOLW\ZKLFK LV UHODWHG WRZKRDQGZKDW WKH\DUHDQG LV
therefore at least partially, externally defined [Karlsen and Nazroo, 2002].  
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Nonetheless, onHFDQDUJXH WKDW LQ WKLV LQVWDQFH0V.KXVHGKHU VXSHULRUSRVLWLRQ WR µFRZ¶
these three boys into cornered haplessness.  Similar treatment manifests along similar lines, 
where the weak and helpless pupils are forced into submission because of fear of severe 
UHSULPDQGV,QVLPLODUFLUFXPVWDQFHV%RZOHU>@DVVHUWVWKDWµ%ODFNDQGPLQRULW\HWKQLF
patients are particularly vulnerable to negative typification because of their visibility combined 
with the fact that crude racial stereotypes are common in wLGHUVRFLHW\¶>S@ ,KRZHYHU
concede that the positions taken by teachers in this study will be read, translated and 
interpreted in various ways; constructing comparative or normative judgements on them.    
 
It must be said here that, it is not my intention to judge or pass on evaluative judgements on the 
participant teachers but comment on the diversities in various dominant positions in Agent 
versus Structure situations.  Ms Kh seemed to send a message to the students that conduct was 
part of assessPHQWDQGVRUHFHLYHGDQHYDOXDWLRQRIEHLQJµJRRG¶RUQRWDQGWKDWLWDIIHFWHGWKH
final pass mark.  7KHHYDOXDWLRQZDVKHDYLO\EDVHGXSRQVWXGHQWV¶DWWLWXGH>DVGHWHUPLQHGE\
institutionally-sanctioned expectations for comportment], as opposed to student comprehension 
of and connection with academic content [Fordham and Ogbu, 1986]. 
  
$WNLQVRQ >@ DUJXHV µWKURXJK WKHDSSDUHQW DJHQF\RI WKH WHDFKHU WKH VWDWH FDQEH VHHQ WR
H[HUFLVH GLVFLSOLQH DQG FRQWURO RYHU WKH ILQHVW GHWDLOV RI WKH SXSLO¶V OHDUQLQJ«¶ [p78].   
Therefore, one can argue that pupils are not allowed to talk freely as they do not have any 
DXWKRULW\ZKLFK LQ WXUQVXJJHVWVDVLQLVWHUDSSURDFK WR WKH LGHDRID µ&XUULFXOXP'LVFRXUVH¶  
Discourse is generally associated with curriculum, instruction, assessment and classroom 
management [Duke and Mallete, 2004].  It follows therefore that educational talk become 
identity kits for pupils in their quest to learn.  This is essential to sustaining learning and 
participation [ibid].  Therefore, restrictions in the development of discourse, a factor in the 
development of identity and literacy [Duke and Mallete, 2004], becomes the root source of 
rebellion and bad behaviour in schools as pupils think they are not listened to.   
 
The majority of student participants in this research study share some of their daily experiences 
as they interact with their teachers, and each other and many of the interactions are negative 
and potentially lead to poor student academic and social performance and so influence 
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behaviour outcomes.  Conversely, Bandura [online] contends that, pupils will not learn well if 
they are distracted by competing stimuli.  Bandura [ibid] argues thus: 
 
,I\RXDUHJRLQJWROHDUQDQ\WKLQJ\RXKDYHWREHSD\LQJDWWHQWLRQ«DQ\WKLQJWKDWSXWV
a damper on attention is going to decrease learning, including observational learning.  
,I IRU H[DPSOH \RX DUH VOHHS\ JURJJ\ GUXJJHG VLFN QHUYRXV RU µK\SHU¶ \RX ZLOO
learn less well.  [Bandura, online]     
 
 
However, Ball [2003] believes that punitive measures have all to do with power and society.  
He [ibid] espouses that society and power play major roles in decision-making because they 
segregate people into various social classes, from which they find it difficult to break free 
regardless of the choices WKH\ PDNH LQ OLIH  %DOO >LELG@ GHILQHV FODVV DV µDQ LGHQWLW\ DQG D
lifestyle, and set of perspectives on the social world and relationships in it, marked by varying 
GHJUHHVRIUHIOH[LYLW\¶>S@ 
 
Dewey [1966] proposed that we evaluate education by its success in creating in the student the 
GHVLUH IRU µFRQWLQXDO JURZWK¶ DQG LQ VXSSO\LQJ WKH VWXGHQW ZLWK WKH PHDQV IRU PDNLQJ WKDW
GHVLUHµHIIHFWLYHLQIDFW¶5HIOHFWLYHO\LIWKHPDUNV±awarded and then deducted from the three 
boys- constitute course work marks, then the three boys have been unduly affected by their 
behaviour rather than by marking criteria.  If such subjective trends continued or happened to 
<HDUDQGSXSLOVDQGWKHLUEHKDYLRXULQIOXHQFHGWKHILQDOPDUNWKHQWKRVHSXSLOVµRXWRI
line wLWKDFFHSWDEOHEHKDYLRXU¶DUHXQGXO\IDLOHGDQGWKLVKDVULSSOHHIIHFWVRQSXSLOV¶FRXUVH
work marks and the subsequent final pass mark.  It follows therefore that, should these boys 
IDLOWKHLUFRXUVHZRUNWKHFKDQFHVDUHWKDWWKHLUµFRQWLQXDOJURZWK¶VWDlls. 
 
The decision to reduce the scores was announced to the three boys in the presence of the entire 
class.  Reflectively, the manifestation of rebellious behaviour and challenging behaviour in 
schools is frequently associated with a struggle for power as Ball [2003] suggests.  Maybe Ms 
.K¶V GHFLVLRQ WR GHGXFW PDUNV IRU EDG EHKDYLRXU DQG WKH VXEVHTXHQW DQQRXQFHPHQW WR WKH
whole class can be counter productive; especially where pupils feel they are being victimised 
/and or not listened to.  I believe that sXFKSXQLWLYHPHDVXUHVGRQRWLPSURYHWKHER\V¶FRQGXFW
DQGEHKDYLRXUEXWUDWKHUUHLQIRUFHWKHEHOLHIWKDWµWKHVHWHDFKHUVDUHUDFLVWV¶DVLWLPSLQJHVRQ
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SXSLOV¶HPRWLRQV&RQYHUVHO\0DFPXUUD\>@DUJXHVWKDWµZKDWZHIHHODQGKRZZHIHHOLV
far more iPSRUWDQWWKDQZKDWZHWKLQNDQGKRZZHWKLQN¶VLQFHµDOOWKHPRWLYHVZKLFKJRYHUQ
DQGGULYHRXUOLYHVDUHHPRWLRQDO¶>S@ 
 
:RRGV>@DWWHVWVWKDWSXSLOVLQRXUVFKRROVDUHµERUHG¶DQGWKXVDUJXHV 
 
7KLUWHHQ\HDUROGVDUHRIWHQµERUHG¶EXW WKHLURXtward indifference is driven by what 
WKH\SHUFHLYHDV WKH LQDELOLW\RIDGXOWV WR VHH WKHPDVFDSDEOH\RXQJSHRSOH µ%RUHG¶
WUDQVODWHV DV µLQVXOWHG¶  7KLV LV QRW WKH µVFDUHGERUHG¶ RI WKH HLJKW \HDU ROG EXW WKH
FKDOOHQJLQJ µERUHG¶ RI WKH DGROHVFHQW GHVSHUately seeking an identity and wanting 
grown-ups to both notice and leave them alone at the same time. Students at this age 
ZKRFRPSODLQWKDWWKHLUWHDFKHUVDUHµERULQJ¶DUHFOHDUO\LQGLFDWLQJWKHLUSHUFHSWLRQWKDW
they are not being seen, recognized or acknowledged as individuals in the classroom. 
[Wood, 1997, p. 147] 
 
 
At this juncture, I espouse that teachers are failing to make classrooms interesting for pupils, 
who in turn, failure to connect with learning thereby aggravating and precipitating the boredom 
GLVFXVVHGDERYH7KLVFRQVWUXFWLVUHIOHFWHGLQ0DGDXV¶>@ZDUQLQJRIWKHFRQVHTXHQFHV
DQGLPSDFWRIµKLJKVWDNHVWHVWV¶>VHHFKDSWHU@7KXVWKHVH*RYHUQPHQWLQLWLDWHGHGXFDWLRQ
reforms and demands are not well aligned to the needs of minority groups of pupils who find 
learning challenging, creating a problem for teachers and pupils alike.  However, as Wood 
[1997] contends, any classroom situation is a complex combination of elements: acceptance, 
opposition, legitimacy, and the particular way in which the teacher inhabits the educational 
paradigm.  Which suggests that the teacher has autonomous monopoly to decide what goes on 
in his/her classroom, making the teacher accountable for the success or failure of his/her 
pupils.  Nonetheless, the advent of league tables and high stakes testing and accountability has 
a strangle hold on teaching which in turn stifles creativity in classrooms.    
 
On the whole, Year 9 and 11 teachers seemed to be driven by or were subordinated to the need 
to succeed at external examinations.  This means that more exam oriented work, that gives 
pupils as much exam practice as possible was very prominent during my entire participant 
observations in these classes as depicted by the following journal extracts. 
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This mock exaPZLOOSUHSDUH\RXIRUWKHUHDOH[DP«WKLVH[DPLVEDVHGRQWZRSDSHUV
ZULWWHQ RQ WZR GLIIHUHQW GD\V  3DSHU  VHFWLRQ $ WHVWV \RXU UHDGLQJ«
ILFWLRQ«XQGHUVWDQGWKHWH[W«ZKDWZKRZKHUHDQGZKHQTXHVWLRQV«SDSHUWHVWV\RXU
reading-WUDQVDFWLRQV«>-RXUQDOHxtracts: 16/01/06 -Year 11] 
 
Another journal extract suggests a culture of teaching to tests or coaching in classes due to sit- 
for SATs examinations as shown by the lesson summary below.  This observation is in direct 
contrast to *DUILHOG¶V>@YLHZWKat, suggests that current reform movement in educational 
DVVHVVPHQW HQFRXUDJHV WHDFKHUV WR WKLQN DERXW DVVHVVPHQW PRUH EURDGO\ WKDQ µWHVWLQJ¶ DQG
using test results to assign grades and rank students [see chapter 3.6].  This approach suggests a 
direct consWUXFWWR+DUW¶V>1@REVHUYDWLRQWKDWµWHDFKHUVKDYHEHHQHQFRXUDJHGWRIRUPXODWH
WKHLUJRDOV IRU WHDFKLQJGLIIHUHQWLDOO\ LQ WHUPVRIZKDW WKH\H[SHFW WKHµPRVWDEOH¶ µDYHUDJH¶
DQG µOHDVW DEOH¶ ZLOO OHDUQ >S@  7HDFKLQJ WR WHVW GRHV QRW VKDUSHQ WKH edges of the 
VWUXJJOLQJSXSLOVEXWUDWKHUµKDUGHQWKHHGJHVRIFDWHJRULHVRIDELOLWLHV«¶>LELG@ 
       
Planning how to answer questions: -)RU&DWKHULQH«VWDUWZLWKWKHSDUHQWV«SURWHFWLYH
VXSSRUW«ZKDW EHVW MRE" &-ORRNV DIWHU («& WHOOV % DERXW WKH MRE ILUst 
>FRQILGHV@«3UHSDUDWLRQLPSUHVVLRQRI5EORQGKDQGVRPHVLQJVMD]]«0TXLWHGDUN
HWF «DWWUDFWHG WR 5«WDNHV KHU WR FLQHPDV TXHVWLRQV 5 GRHV KH ZDQW KHU IRU KHU
papers?...makes things for her.  Ed thinks he is angry- is changed, how...being 
controlling-ER[LQJ«&FDXJKWLQWKHPLGGOH«&KULVWPDVGUXQN«NLVVHV&DQGWKHQ5
7KHQWKLQNRI(G¶VGHDWK-SUHYLRXVO\FDOOHGKLPQDPHV«7KHWHDFKHUZULWHVVHQWHQFH
VWDUWHUVRQWKHERDUGDVJXLGHIRUWKHFODVV«DOVRHQFRXUDJHVWKRVHWKDWDUHFDSDEOHWR
try to use their own words when ever they felt. [Journal extract: 03/11/05-Year 11]    
 
This journal extract is part of the compelling evidence that the reforms introduced with the 
intention of enhancing learning and achievements may be having adverse effects of being self-
defeating.  Success in these tests does not constitute high intellectual competence since the 
only way children can be empowered is through actively formally teaching the skills needed to 
prepare for life outside formal schooling and examinations.    
 
Another extract shows the same pattern.  
 
If you are asked to write an anecdote, ask your self, what do I think is happening?  
What do I think children will say?  What sort of questions will children ask? Think 
about the comments you will write when you are DVNHGWR«>-RXUQDOH[WUDFW<HDU
10/11/05]          
 
Tinto [1993] contends that, high stakes testing and accountability causes teachers to: teach to 
the test, narrow the curriculum, cheat, and exclude students [who are usually poor, from 
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minority backgrounds, English Language Learners, and/or special education students] from 
participating in tests to artificially boost test scores.  My observations attest to 7LQWR¶V>@
conceptualisations as further analysis of other extracts from Year 9 class suggest.  A model 
VLPLODU WR WKH FRQVWUXFWV RI DFFRXQWDELOLW\ ZKLFK GHQLHG SXSLOV WKH PXFK QHHGHG µPHGLDWHG
OHDUQLQJH[SHULHQFH¶ and >)HXHUVWHLQHW DO@ µDFWLYHFRQWUDFWLRQDQG scaffolding, that is 
needed in order to propel students to find their own sense of learning independence and 
success¶>9\JRWVN\@ were a common experience.   
 
According to social constructivists, children need to be taught to think for themselves through 
discussion as the foundation for thinking skills; by sharing ideas and reasoning collaboratively 
in a community of inquiry.  Thus, according De Corte [1990], pupils need µpowerful learning 
environments¶ ZKHUHµOHDUQLQJH[SHULHQFHVZKLFKSURPRWHKLJKHURUGHUWKLQNLQJDQGWUDQVIHU
RIOHDUQLQJWRQHZFRQWH[WV«OHDUQLQJHQYLURQPHQWVFKaracterised by a good balance between 
discovery learning and personal exploration on one hand and systematic instruction and 
JXLGDQFH RQ WKH RWKHU«¶>S@  High quality learning and thinking demand more than the 
transmission of facts and routine application of familiar procedures prevalent in coaching and 
rote learning.  
 
According to De Corte [1990], there are a number of factors that are influential in successful 
learning.  Learners need thinking vocabulary, need to observe an expert performing the task 
[modelling], need to be given hints and feedback on their on performance [coaching]; need 
direct support in the early stages of learning a task [scaffolding] before moving gradually 
towards self-regulation and autonomy [teacher fading]; and need the opportunity to articulate 
their cognitive and metacognitive strategies and to make comparisons with other learners 
[reflection].  Thus, pupils are given access not only to the conceptual and factual knowledge, 
but also the tacit and implicit knowledge of the expect performer [De Corte, 1990]. 
  
However, eYLGHQFH UHYHDOHG WKDW WHDFKHUV DUH VWUXJJOLQJ WR ILQG WLPH WR UHPHG\ SXSLOV¶
mistakes reflecting on the pressure exerted by accountability oriented approach to excellence.    
 
I think most of us do make time, particularly in Year nine where we have pressure of 
SATs as well as we have several e-m-m, we have reading programmes in Autumn time.  
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We are very diagnostic in the marking of that and so we actually look at the assessment 
achieved and we focus on very particular skills which the student needs to acquire in 
preparation for the SATs.  If there are weaknesses, we may address them very 
quickly at the start of the next lesson.  For example, if they are spelling or 
grammar points, that can be done quiet quickly, if its essay writing and so on, 
we may attempt to pick up the weaknesses and consolidate learning either 
straight away or later on in the year. [Interview extract: HoD 16/03/07]  
 
By closely following the National Curriculum which at the moment is not child-centred, makes 
it difficult for teachers to find time to attend to individual pupils.  Thus, the government 
[through schools in particular] uses machinery such as curricula, as a means to influence the 
agents [students].  In turn, schools do affect the ways agents [pupils] perceive the world as well 
as themselves as individuals.  Schools are a perfect example of hidden forms of power and 
FRQWUROWKDWFXWWKURXJKVRFLHW\)RU-RQHV>@VFKRROVDUHXVHGµDVWKHPDFKLQHU\ZKLFK
government could scientifically inculcate habits of morality.  The school as an engine of 
LQVWUXFWLRQFRXOGPDQXIDFWXUHDGLVFLSOLQDU\VRFLHW\«¶>S].  Thus, the school structure deals 
with the imposition of rules, guidelines and prescriptions for carrying out learning activities.  
In so doing, limits the number of options available to learners and imposes ways of seeking 
information, responding and demonstrating achievement.  
  
However, the HoD indicated that the college finds time for struggling pupils although they 
barely are cRSLQJXQGHU WKHFLUFXPVWDQFHV &OD[WRQ>@DVVHUWV WKDW µLISHRSOH¶V OHDUQLQJ
GRHVQRWGHYHORSWKLVLVQRWWRDµODFNRIDELOLW\¶EXWWKHDEVHQFHRIDSSURSULDWHH[SHULHQFHV«¶
[p. 35].    
  
We use the National Curriculum level course and apply level descriptors and we also use 
formative comments...we use the whole air belt really, lots and lots informal, formal 
formative, formative.  We have 12 assignments throughout the year ...seven writing 
assignments which include reading responsive and three for listening and two dramas in 
each year 7, 8, 9; and 10 have 12 significant assessment levels throughout the year.  In 
addition we have teacher assessments which are not formally recorded which help the 
teacher planners and we have speaking and listening levels kept separately in sheets. 
[Interview extract: HoD 16/03/07] 
 
Externalising discourse and tightly following the national curriculum suggests very little time 
IRU WHDFKHUV¶ FUHDWLYLW\ DQG SUHVVXUHV WHDFKHUV WR FXW FRUQHUV LQ SXUVXLW RI H[FHOOHQFH DQG
recRJQLWLRQ3HUKDSVLWLVDSSURSULDWHKHUHWRSRLQWRXWWKDWWKH+R'¶VYLHZVDUHQRWVKDUHGE\
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some of her team members with regards to finding time to assist struggling pupils.  One 
concerned teacher acknowledged that:  
 
For some children, it is very difficult to go on to the next level.  If a pupil is falling 
EHKLQG LGHDOO\ WKHUH PXVW EH LQWHUYHQWLRQV EXW ZH GRQ¶W KDYH WKH WLPH «\HW
intervention may be the only way to drive the pupil forward.  So, what do you expect?  
:LWK KLJK OHYHOV RI GHSUDYDWLRQ«WKHre are a lot of pupils on free school meals at this 
school...moreover; some of them come from cultures where active learning is not part of 
WKDW FXOWXUH«GLVLQWHUHVWHG VWXGHQWV GR QRW YDOXH HGXFDWLRQ«PDQ\ RI WKHP DUH
disinterested boys.  They lack good role PRGHOV«PDOHWHDFKHUVSDUWLFXODUO\«WKHVHODGV
QHHG DQ HQJDJLQJ«VWLPXODWLQJ FXUULFXOXP«PRQLWRULQJ   >,QWHUYLHZ H[WUDFW 0V %W
15/03/07] 
 
Such revelations are indicative of teacher burn-out which suggests that all is not well; perhaps 
teachers have reached boiling or snapping points hence shouting at pupils and adaptation of 
UHVWULFWLYH VWDQGV  0V %7¶V VWDWHPHQW LV VXJJHVWLYH RI WKH QRWLRQ RI µLQWHOOLJHQFH WKDW
SUHVXSSRVH WKH H[LVWHQFH RI IL[HG GLIIHUHQWLDO FHLOLQJV RI DFKLHYHPHQW IRU HDFK FKLOG¶V
develoSPHQW¶ RU µOLPLWV RI DQ LQGLYLGXDO¶V LQWHOOHFWXDO SRZHUV¶  >+DUW  S-5].  Her 
[ibid] statement PD\DOVREHUHIOHFWLYHRISUDFWLFHZKLFKZLOODIIHFWFKLOGUHQ¶VOHDUQLQJ 
 
Hart [1998] further argues that, 
One major consequence is that it creates a disposition to accept the inevitability of limited 
achievement on the part of a significant proposition of the school population.  It makes us 
IXQGDPHQWDOO\ SHVVLPLVWLF DERXW FKLOGUHQ¶V FDSDELOLWLHV DV OHDUQHUV DQG DERXW RXU RZQ
power to intervene effectively to promote that learning, even though we continue giving 
them every support and encouragement to learn. [p.155] 
 
For CKLOG >@ VXFK DSSURDFKHV OHDG WR ZKDW KH FDOOV WKH µDWWULEXWLRQ WKHRU\ DQG
H[SHFWDWLRQV¶ZKHUH VLPLODUO\ SXSLOV¶EHOLHIV DERXW WKeir capabilities are seriously eroded by 
self-doubt which in turn affects their self-efficacy.  The diminished self-beliefs can lead pupils 
into bad or challenging behaviour leading to counter school culture and risk being permanently 
excluded.  As a result, these pupils will remain in their family social boundaries.  And, by 
remaining in these social class boundaries, the emancipation of pupils from working class 
backgrounds stalls, replicating for future generations; a state of affairs that works well for the 
middle and upper classes, but leaves them to become unemployable, social misfits and the so 
called low-esteemed wife beaters, child killers and gangsters.     
 
CHAPTER SEVEN ANALYSIS AND DISCUSSION OF INDIVIDUAL INTERVIEWS WITH 
TEACHERS AND PARENTS 
 251 
Boredom and anxiety makes pupils becoming disaffected and disruptive generating 
challenging behaviour.  Misbehaving or challenging behaviour by some pupils was identified 
as a common feature during participant observations sessions.  In some cases, lessons were 
disrupted causing a lot of anxiety to both teachers and pupils alike.  Illeris [2002] contends, 
µWKHUH PD\ EH UHVLVWDQFH IURP WKH OHDUQHU¶V VLGH EHFDXVH WKH OHDUQHU IHHOV OLPLWHG RU
UHSUHVVHG«UHVLVWDQFHFDQOHDGWRHLWKHUUHVWULFWLYHRUGHIHQVLYHDFFRPPRGDWLRQDQGWRPRUHRU
OHVV XQFRQWUROOHG DJJUHVVLRQ«¶ >S@. This suggests that resistance does not occur in a 
vacuum and is often triggered by a phenomenon. 
 
Some disgruntled teachers blamed the absence of a clear cut behaviour policy.  However, 
7KRPDVDQG*OHQQ\>@DVVHUWWKDWDWWHQWLRQIRUHPRWLRQDODQGEHKDYLRXUDOGLIILFXOWLHVµKDV 
PRYHG IURP WKH FKLOG WR WKH VFKRRO¶ >S@ VLQFH '(6 >E@ HPSKDVLV RQ ZKROH ZKROH-
school approaches to discipline.  Academics and policy makers advocate the change in 
DSSURDFKWRGLVFLSOLQHZLWKDYLHZRIQRWRQO\DQDO\]LQJDQGWDFNOLQJWKHFKLOG¶VEHhaviour, but 
DOVR WR WKH VFKRRO¶V RSHUDWLRQV DQG V\VWHPV ZKLFK PD\ FDXVH RU DJJUDYDWH VXFK EHKDYLRXU
[Thomas and Glenny, 2000].   
 
However, as shown by the following quote, this approach seems to have failed to improve 
classroom behaviour.    
 
Teaches aren¶WJHWWLQJHQRXJKVXSSRUWIURPWKHV\VWHP+RZHYHUKHUHZHJHWVXSSRUW
from each other and the school Head teacher.  At the end of the day pupils and parents 
FDQ WDNH WHDFKHUV WRFRXUWZKLOHWHDFKHUVZLOO UHOXFWDQWO\ WDNHSXSLOV WRFRXUW«>SDXVHV@
Because of the juvenile status of the pupils, and the fact that the majority of teachers are 
SDUHQWVWKH\ZLOOUHOXFWDQWO\WDNHSXSLOVWRFRXUW«>VLJKV@ 
 
They should tighten consequences and rules for bad behaviour in schools...there are so 
many disruptive pupils in our schools.  Some pupils mis-behave with impunity because 
WKH\ KDYH EHHQ FOLQLFDOO\ GLDJQRVHG DV KDYLQJ µD¶ SUREOHP«Teachers spend half the 
teaching time trying to correct unacceptable bad behaviour instead of teaching those tat 
are ready to learn«Dnd because mis-EHKDYLQJ SXSLOV JR µVFRW IUHH¶ RWKHU SXSLOV FRS\
them.  At the end of the day, some pupils seem to compete to see who offends the teacher 
PRVW 7R WHOO\RXVRPHWKLQJ ,¶PIHG-up to this [shows her neck].  [Interview extract: 
15/03/06]   
     
Although there are no distinctive causes of challenging behaviour, some teachers postulate the 
DEVHQFH RI HVWHHP LQ LQGLYLGXDO SXSLOV  0V %7 HOXFLGDWHV KHU SHUFHSWLRQV UHJDUGLQJ SXSLOV¶
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self-esteem and assessment.  She uses her teaching experience [27 years] as a compass, 
pointing her to what she says are the route causes for resistance and counter school culture.  
 
:HOO«>3DXVH@«<HV,GREHOLHYHWKHUHLVDQRYHUDOOPDJQLWXGHRIWHDFKHUHIIHFWV
RQ VWXGHQW SHUIRUPDQFH DQG DFKLHYHPHQW«EXW PXFK GHSHQGV RQ WKH VWXGHQWV¶
DWWLWXGH«UHDOO\  «EXW XOWLPDWHO\«YDULRXV FKDUDFWHULVWLFV RI WKH WHDFKHUV DQG
WKHLU WHDFKLQJVW\OHVGRDFFRXQW IRU VRPHRI WKHVHHIIHFWV  ,¶P WKLQNLQJKHUHRI
SUHSDUDWLRQ«FRQWHQW NQRZOHGJH DQG H[SHULHQFH RI FDXVH >SDXVH@ «EXW , GR
believe WKHRQXVUHVWVVTXDUHO\RQWKHSXSLOVWKHPVHOYHV«WKHLUDWWLWXGHVWRZDUGV
HGXFDWLRQ«ZKHUHWKH\DUHFRPLQJIURP«KRPHDQGVRFLDOEDFNJURXQGDUHVRPH
of the variances. 
 
Counter school culture or resistance to learning and or authority was alluded to as a perennial 
problem that sometimes engulfs valuable learning time and disturbs other eager to learn pupils.  
Mr BT argued that the government should first deal with the behaviour problem before 
expecting a rise in learning outcomes.     
 
To me, school is a vehicle from which these children will achieve their dreams [laughs] 
LIWKH\KDYHDQ\«>$JDLQODXJKV@&KLOGUHQFRPHWRVFKRROWRJDLQNQRZOHGJH«EXW
WKHSUREOHPLV«VRPHRIWKHVHVWXGHQWVGRQ¶WVHHPWRZDQWWROHDUQ,WU\WRSXVKP\
VWXGHQWVWRGRPRUH«WREUHDNWKHPIURPWKHLUWUDGLWLRQV«\HV«VRPHDUHMXVWFDXJKW
XSLQWKHSK\VLFDOIDPLO\WUDS«,VRUU\WRVD\WKDWWKLVWUHQGZLOOQRWEUHDNWKHF\FOHRI
IDLOXUH«SDUHQWLQJODQJXDJHDQGGHVLUHDOOFRQWULEXWHWRWKHVXFFHVV>LQWHUYLHZH[WUDFW
Mr BT 09/09/06]  
 
What Mr BT alluded to above, goes far beyond the school capabilities.  Family set- ups may be 
outside the school influence yet; it is the school that is accountable of educating this troubled 
child.  Thus, the structure affects the agent [i.e. the society] which the school is part of [Hollis, 
2004].   
 
What do you mean? I asked. 
 
The reasons for disparities are numerous. These people think that dropping out of school 
LVEHWWHUWKDQVWD\LQJLQ«DQGUROHPRGHOVIRUWKHVHSXSLOVDUHMXVWWRRIHZ«WKHUHDUHDOO
so some differences in how some families encourage these pupils to learn.  For some, the 
LPPHGLDWHQHHG VHHP WREHPRUH DSSHDOLQJ«VWXGHQWVGRQ¶W VHHP WRFDUHPXFKDERXW
OHDUQLQJWKHLUEHKDYLRXUVD\VLWDOO:HOO,EHORQJWRWKHROGVFKRRO«ZHKDYHWRILnd a 
ZD\RIPDLQWDLQLQJJRRGEHKDYLRXU«WKDW¶VLW6RPHWLPHVWHDFKHUVDUHRZHGE\WKHVKHHU
QXPEHUVRIEDGO\EHKDYLQJSXSLOVLQWKHLUFODVVHV,¶PJODG,¶PQHDULQJP\UHWLUHPHQW
[Interview extract: 09/09/06]     
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For Bandura [1980b], one way of dealing with the problem of counter school culture is by way 
RIEXLOGLQJWKHFKLOG¶VµSHUFHLYHGVHOI-HIILFDF\¶DVLWSOD\VDPDMRUUROHLQUHJXODWLQJEHKDYLRXU
Bandura [ibid] perceive self-HIILFDF\DVRQH¶VEHOLHIVFRQFHUQLQJZKDWRQHLVFDSDEOHRIGRLQJ
and arises from a variety of sources including personal accomplishments and failures, seeing 
others who are seen as similar to oneself succeed or fail at various tasks.  According to 
Bandura [ibid] persons with high perceived self-efficacy try more than those whose self-
efficacy is lower or diminished.  
 
0U%7¶VFRQFHUQVDUH VKDUHGE\ WKH%ULWLVKSXEOLFDVHVSRXVHGE\ Margo et al., [2006] who 
writes µFRPPHQWDWRUV IHDU WKDW %ULWLVK \RXWK DUH RQ WKH YHUJH RI PHQWDO EUHDNGRZQ DW ULVN
from antisocial behaviour, self-harm, drug and alcohol abuse.  Worryingly, a disproportionate 
number of those committing antisocial acts, becoming teenage parents and consuming drugs 
and alcohol hail from lower socio-HFRQRPLF JURXSV¶ [p. vii].  Further to these observations, 
Margo et al., [ibid] contend that, the futures of British people are more strongly determined by 
their backgrounds and upbringing.  In America for instance, Ogbu and Fordham [1981] report 
that, Blacks and immigrants deal with a great deal of discrimination in the labour markets and 
in school.  )URPWKHSXSLOV¶H[FHUSWVLWDSSHDUVFHUWDLQFODVVRISXSLOVH[SHULHQFHZKDW2JEX
and Fordham have postulated. 
  
However, Ms Bt, had a slightly different view.  She contends that: 
7KH ILQDO GHFLGHU LQ SXSLOV¶ UHVXOWV VWDWXV LV GHSHQGHQW RQ WKH VWXGHQWV¶ YDULRXV
H[SHULHQFHV SDVW DQG SUHVHQW«WKLV DOVR LQFOXGHV WKH HIIHFWV WHDFKHUV KDYH RQ WKH
SXSLOV«DOVR LQFOXGHV WKH SXSLOV¶ \HDU WR \HDU WHDFKHUV WKHLU SHHUV DQG WKH
neighbourhood. [Interview extract: 09/09/06]   
 
Similarly, Mrs S. argues: 
 
,VXSSRVHLWDOOGHSHQGVRQWKHVWXGHQWV«UHDOO\,PHDQVRFLRHFRQRPLFVWDWXVRI
WKHFKLOGUHQSUHYLRXVDFKLHYHPHQWVDQGKRPHEDFNJURXQGHWFHWF«VRPHKRZDOO
WKHVHFRUUHODWH¶ 
 
However, Slee et al., [1998], blames high stakes oriented educDWLRQ IRU WKHSXSLOV¶ IDLOXUH WR
succeed in school work.  In high stakes oriented education, where a child is unable to succeed, 
the failure becomes the student [Slee et al., 1998].  Slee et al., [ibid] contend that this 
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DQWKRORJLVLQJPRYHµWKHVFKRRO±its organisation, curriculum, preferred pedagogy and attitude 
toward difference-out of the diagnostic frame [p.102]    
7.47HDFKHUV¶3HUFHSWLRQVRQ6HOI-Esteem 
 
7KHVHFRQGSKDVHRIWKHLQWHUYLHZVIRFXVHGRQWHDFKHUV¶SHUFHSWLRQVUHJDUGLQJWKHLPSRUWDQFH
of self-HVWHHP RQ SXSLOV¶ OHDUQLQJ  7KLV SKDVH ZDV GHHPHG LPSRUWDQW DV LW DLPHG DW
HVWDEOLVKLQJWHDFKHUV¶YLHZVDQGRULQIOXHQFHVRQSXSLOV¶SHUIRUPDQFHDQGPRUDOe in learning.  
It was vital in assessing the affects of formal and informal assessment on pupils¶VHOI-esteem as 
there were no conclusive outcomes from questionnaires and earlier interviews.   
 
While Claxton, [1990] apportions failure to achieve to attribution theory, the majority of 
participant teachers blamed lack of self esteem on pupils and thus tended to blame the 
contemporary victims.  Shifting the blame in this manner amounts to denial of the existence of 
the problem, unlike, Claxton [ibid] who argues: 
 
If I think that my failure is due to lack of effort, I am crediting myself with the capability 
or the resources to do better.  If I think that it is due to lack of ability, then I have no 
control, and trying to understand will be waste of time.  And if I put it down to luck, then 
I might as well carry on in the same old way, waiting for my luck to change. [p134]   
 
)URP &OD[WRQ¶V >@ TXRWDWLRQ DERYH LW VKRZV WKDW WKH LQGLYLGXDO KDV LQWHUQDO µ/RFXV RI
&RQWURO¶ZKLFKLVDFRPSRQHQWRIVHOI-esteem [Branden 2006].  Covington [2000] contends self- 
ZRUWKUHIHUVWRDQLQGLYLGXDO¶VSRVLWLYHDSSUDLVDOof their personal value in terms of how competent they 
appear to others in achievement situations.  Thus, is therefore closely related to the concepts of self-
esteem and self-respect [ibid].   
 
Similarly, from the quotation below, Kazantzakis [1952] reveals clearly why some personal 
preferences for understanding new information need be the core of learning.  
 
µ(YHU\WKLQJ PHQ DQLPDOV WUHHV VWDUV ZH DUH DOO RQH VXEVWDQFH LQYROYHG LQ WKH VDPH
WHUULEOH VWUXJJOH  :KDW VWUXJJOH" «7XUQLQJ PDWWHU LQWR VSLULW¶   Zorba Scratched his 
KHDG>DQGVDLG@µ,¶YHJRWDWKLFNVNXOOERVV,GRQ¶WJUDVSWKHVHWKLQJVHDVLO\$KLIRQO\
\RXFRXOGGDQFHDOOWKDW\RX¶YHVDLGWKHQ,¶GXQGHUVWDQG«RULI\RXFRXOGWHOOPHDOOWKDW
LQDVWRU\ERVV¶ 
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.D]DQW]DNLV¶V>LELG@REVHrvation, does not appear seminal now but, the point being highlighted 
KHUH LV WKH VDPH IDLOXUH WR FDWHU IRU WKH PRGHUQ µ=RUEDV¶ LQ (QJOLVK VFKRROV  )RU =RUED
viewing and listening are both acceptable to him, but prefers realm, abstractions concretised 
anGLGHDVSUHVHQWHGWKURXJKDFWLRQV/LWWOHFDQEHVDLGDERXWWKHSURYLVLRQVRIVXFKµOX[XULHV¶
in English and Welsh schools today; because of the dire need to succeed at external 
H[DPLQDWLRQVµWKHHQGGHWHUPLQHVWKHPHDQV¶ 
 
However, the interviewed teachers had varying definitions of self- esteem and understanding.  
The following are arguments put forward by various participant teachers.  All but one 
attributed lack of self-HVWHHP WR SXSLOV¶ UHVLVWDQFH RU FRXQWHU VFKRRO FXOWXUHV DQG RU SRRU
performances LQVFKRROZRUN7KHWHDFKHUV¶SHUFHSWLRQVDUHPDGHNQRZQWRLQGLYLGXDOSXSLOV
Thus many of the interactions with these students have negative connotations and potentially 
lead to poor student academic and social performance.  In short, it seems that schools now 
blame the contemporary victims of the system.  This however, goes to show the ways that 
VRFLHW\LQVWLWXWLRQDOO\UHJXODWHVµVFKRRODFKLHYHPHQW¶ZKLFKWHQGVWROLPLWVWXGHQWV¶FUHDWLYLW\
For instance, I find it difficult to find reason in how high-stakes testing and the practices that 
go along with it [minus support service to assist struggling pupils] seek to normalize students 
behaviourally and academically. 
 
Conversely, there are pupils who have developed a phobia for learning, who, according to 
Covington [2000], give up trying in order to protect self-worth.  These pupils develop a state of 
learned helplessness [Seligman, 1975].  Helplessness manifests when failure is unexpected 
[non-contingent] and is perceived as resulting from uncontrollable events.  But, when 
helplessness is generalized from a single non-contingent experience to other experiences in 
which events were in fact controllable, it becomes learned.  Thus, causal attributions are central 
to the theory of learned helplessness [ibid].  The following excerpts suggest manifestation of 
the learned helplessness.   
 
In addition, to the above observations, Vygotsky [1978] believes social environmental are 
FUXFLDO GHWHUPLQDQWV LQ WKH VXFFHVV RI SXSLOV¶ OHDUQLQJ  +H KRwever argues that cognitive 
processes and factors in the cultural and social environment are not independent; one cannot 
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separate the individual from the context.  Thus, Vygotsky [ibid] argues that the cultural and 
historical context of individuals plays a significant role in guiding the development of their 
belief systems.  It follows therefore that individual meaning making is influenced not only by 
the cultural and social-historical context, but by the social interactions through which meaning 
is negotiated, as well as the indivLGXDO¶V FRJQLWLYH FDSDFLW\  7KXV DFFRUGLQJ WR 9\JRWVN\
>@ WKH FXOWXUDO FRQWH[W VKDSHV FKLOGUHQ¶V WKLQNLQJ DQG XOWLPDWHO\ SOD\V D FUXFLDO UROH LQ
determining the content as well as the nature of meaning making.  
 
+RZHYHU ZKHQ LW FRPHV WR SXSLOV¶ VXFFesses and underachieving, Mrs P. has a different 
perspective.  She postulates that the onus to fail or succeed rests with the pupils themselves and 
on their attitudes towards education.  Thus, µ«EDUULHUV WRVXFFHVVDUHVHHQDVSHUVRQDOUDWKHU
WKDQ VRFLDO¶ [MacLeod, 1987, p. 79].  Thus, the tendency to place the burden RI VWXGHQWV¶
underachievement on the students themselves is evident in the following excerpt from Mrs P.   
 
7R PH SXSLOV ZKR DOZD\V DSSHDU GLVLQWHUHVWHG LQ VFKRRO ZRUN «DUH QRW DEOH WR FRSH
wLWK WKH ZRUN DQG FRYHU WKHLU GLIILFXOWLHV E\ DQ DLU RI GLVLQWHUHVW«WKHVH SXSLOV GRQ¶W
value education because they fail to identify their role in it.  There is need to introduce 
programmes of work outside the regular curriculum so that students can catch up and 
DFKLHYH D OHYHO DWZKLFK WKH\FDQDFFHVV WKHQRUPDO FXUULFXOXP«6XFKSURJUDPPHVDV
WKLQNLQJVNLOOVFDQKHOSWKHVWUXJJOLQJSXSLOV«:LWKKLJKVHOIHVWHHPDJUHDWGHDOFDQEH
achieved and vice-YHUVD«,EHOLHYHWKDWORZVHOI-esteem leads to a lack of beliHILQRQH¶V
own abilities. [ 
 
Mrs P. said her understanding of self-HVWHHP LV µ$ SHUVRQ¶V ULJKW WR IHHO FRPIRUWDEOH DQG
YDOXHGLQZKDWHYHUWKH\PD\ILQGWKHPVHOYHVLQ¶7KHUHDUHSUREOHPVZLWK such a definition as 
self- esteem goes further than feeling comfortable and valued.  My perception is that self- esteem 
should not be affected by the absence of comfort and value but rather by the absence of competence. 
 
Ms K espouses that, pupils who always appear disinterested in school work:  
 
«XVXDOO\GRQ¶WEHOLeve they can do it. They suffer from low self-HVWHHP«VRPHRIWKHP
VHHPWRYDOXHHGXFDWLRQ«WKH\VHHLWDVQLFHEXWLQDFFHVVLEOH«ZHQHHGWREHPHQWRULQJ
introduce self-HVWHHPWUDLQLQJ«DQGUHZDUGV   ,EHOLHYHVHOI-HVWHHPWREH«DEHOLHILQ
ones talents and abilities and belief that others believe in you. 
 
 
Ms S. felt that pupils who appear to be disinterested in school work: 
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Do not have any understanding of the importance of their education to their future 
OLYHV«>3DXVH@,GRQRWEHOLHYHWKDWWKH\YDOXHHGucation strongly at all.  There is need 
to make them  aware that they need to work hard now to achieve what they want to 
DFKLHYHLQOLIH«SHUKDSV«OLVWHQWRIRUPHUSXSLOVZKRUHJUHWPHVVLQJDURXQGDWVFKRRO
If pupils have self-esteem in that they believe that they can do well in life, then they are 
DXWRPDWLFDOO\ HQFRXUDJHG WR ZRUN KDUGHU«WKH FRQILGHQW SXSLOV >SDXVH@«ZKR NQRZ
what they want out of life, tend to work harder.  Self-esteem is a belief that you 
yourself and what you are doing is worthwhile... Self-worth, ability to achieve in 
terms of laurels 
   
Nonetheless, there was no evidence to suggest that the participant pupils do not want to learn, 
regardless of anti-school culture they demonstrated.  Data findings suggest that the participant 
pupils are aware of their strengths and deficiencies in their teachers and fellow pupils. Even 
within a punitive school environment and a pervasive culture of low expectations, these 
FKLOGUHQRYHUZKHOPLQJO\ZDQWHGWHDFKHUVWRWUHDWWKHPZHOOKHOSWKHPOHDUQµ,ZDQt to be a 
IRRWEDOOHU¶ VDLG %«µ, ZDQW WR EH D EXVLQHVVPDQ¶ VDLG %  7KXV WKHVH ER\V NQRZ WKHLU
chosen destinations; all they want is assistance to reach it. 
 
Thus, the findings of this research study compel the education authorities to focus less on 
statistics of failures perceived especially of African-Caribbean children and more on why they 
are failing and the importance of high-quality classroom settings and teachers to help improve 
educational outcomes.   
 
1RQHWKHOHVV+DUW>@DJXHVµ«WKHUHZLOObe many whose relatively poor performance in 
school matches a low score on the test, thereby appearing to conform the original prediction 
UDWKHUWKDQWULJJHULQJFRQFHUQDQGDFWLYHLQWHUYHQWLRQ¶>S@%XWWKH+R'KDGDGLIIHUHQW
SHUVSHFWLYH WR 0V 6¶V DUJXPHQW DQG VHHPV WR VXSSRUW +DUW¶V >LELG@ FRQWHQWLRQV 7KH +R'
acknowledges that teacher input affects pupil performances and argues:   
   
:HOO« >3DXVH@ \HV , GR EHOLHYH WKHUH LV DQ RYHUDOO PDJQLWXGH RI WHDFKHU HIIHFWV RQ
VWXGHQWV¶ SHUIRUPDQFH DQG DFKLHYHPHQW«EXW PXFK GHSHQGV RQ WKH VWXGHQWV¶
DWWLWXGH«UHDOO\  «EXW XOWLPDWHO\«YDULRXV FKDUDFWHULVWLFV RI WKH WHDFKHUV DQG WKHLU
WHDFKLQJ VW\OHV GR DFFRXQW IRU VRPH RI WKHVH HIIHFWV  ,¶P WKLQNLQJ KHUH RI
SUHSDUDWLRQ«FRQWHQW NQRZOHGJH DQG H[SHULHQFH RI FDXVH >SDXVH@ «EXW , GR EHOLHYH
WKHRQXVUHVWVVTXDUHO\RQWKHSXSLOV WKHPVHOYHV«WKHLUDWWLWXGHV WRZDUGVHGXFDWLRQ«
ZKHUHWKH\DUHFRPLQJIURP«KRPHDQGVRFLDOEDFNJURXQGDUHVRPHRIWKHYDULDQFHV 
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It must be remembered however, that when students engage with learning, personal factors 
>HJ LQIRUPDWLRQ SURFHVVLQJ@ DQG VLWXDWLRQDO IDFWRUV >HJ WHDFKHU¶V IHHGEDFN@ SURYLGH WKHP
with cues about their performance and skills.  Positive evaluation works as motivation which 
enhances their self-efficacy.  But negative evaluation, may not necessarily lessen motivation or 
self-efficacy, provided they believe that putting in more effort or using different strategies will 
lead to better performance. 
 
Mrs Kh. believes that there are various for pupils to be disinterested in learning but singled out 
a few.  She argues: 
 
«6FKRROVDUHQRWWKHZULWHSODFHIRUVRPHVWXGHQWVDQG«6RPHWLPHVWHDFKLQJDIWHUKRPH
LQIOXHQFH«WKHVHSXSLOVGRQRWVHHYDOXHLQHGXFDWLRQ«DWDOO 
 
Mrs Kh alluded to suggesting that there was need for radical changes: 
 
,Q P\ YLHZ WKHUH VKRXOG EH DSSURSULDWH SDUHQWLQJ«DSSURSULDWH GLVFLSOLQH«DSSURSULDWH
FXUULFXOXP«DQGVRFLHWDOFKDQJH,KDYHQRGRXEWDERXWWKHLPSRUWDQFHRIWKHFRQFHSWRI
self-HVWHHP«LW LV KRZHYHU RYHU XVHG DQG D PLV-used term.  Some students have over 
inflated sense of self-ZRUWKWKRXJK«LIJHQXLQHO\ORZWKH\QHHGKHOS«EXW,IHHOLWKDVQRZ
EHFRPHDQH[FXVH«DQGRYHUXVHGLQHGXFDWLRQ:HOO,GHILQHVHOI-esteem as difference 
EHWZHHQSHUFHSWLRQRIVHOIDQGUHDOLW\« 
 
 
0UV.K¶VYLHZVDERut failing pupils are shared by Slee et al., [1998] who argue: 
%\VXEVWLWXWLQJµWHDFKHU¶IRUµFKLOG¶WKHFXUUHQWFXOWXUHRIUHGHPSWLRQDLPVWRVDYHWKH
WHDFKHU IRU VRFLHW\ DQG WR UHVFXH VRFLHW\ WKURXJK WKH WHDFKHU«&RPSHWHQFH
achievement, deliverance and salvation are promised to present-day teachers who are 
µQDPHG DQG EODPHG¶ IRU WKH IDLOLQJV RI GHFDGHV RI LQDGHTXDWH HGXFDWLRQ UHFLSHV DQG
policies [p.23].  
  
Ms S argues that she believes pupils have a wrong conception of self-esteem.  Although there 
is no empirical evidence to back up her claims, she contends that:  
Their understanding of what self-HVWHHP LV« >3DXVH@- is ability to stand for own 
ULJKWV«SXSLOV VHHP WR WKLQN WKDW VHOI-HVWHHPDQGSXSLOV¶ ULJKWVDUHRQHDQG WKHVDPH
thing.  What do you mean? «They seem to think that self-esteem is being 
GHIHQVLYH« >3DXVH@ DELOLW\ WR UHVLVW DXWKRULW\...to do what they want and be able to 
defend the action«WKDW DIIHFWV WKHLU EHKDYLRXU«they seem to think LW¶V DERXW
FRQILGHQFHDELOLW\WREHOLHYHLQRQH¶VVHOIZKHWher right or wrong. 
 
Some teachers felt that lower motivation was a factor in pupils showing disinterest in learning.  
This observation could be particularly true since motivation is one factor known to affect 
CHAPTER SEVEN ANALYSIS AND DISCUSSION OF INDIVIDUAL INTERVIEWS WITH 
TEACHERS AND PARENTS 
 259 
SXSLOV¶ OHDUQLQJ HLWKHU SRVLWLYHO\ RU QHJDWLYHO\  6WHUQ >@ DUJXHV µOHDUQHUV ZKR KDYH
SRVLWLYHDWWLWXGHV OHDUQPRUHEXWDOVR OHDUQHUVZKR OHDUQZHOODFTXLUHSRVLWLYHDWWLWXGHV¶ >S
@7KXVWHDFKHUV¶DWWLWXGHVWRZDUGVSXSLOVDQGWKHVFDIIROGLQJWKH\EULQJLQWRWKHLUFODVVHV
appear to build SXSLOV¶WUXVWRIWKHLUWHDFKHUVWKHLURZQFRPSHWHQFHDQGVHOILPDJHV  Another 
teacher, Mr BT shared similar sentiments.  
 
Motivation is lower in students with low self esteem, hence peer assessment may not be 
DSSURSULDWH IRU VXFKSXSLOV«DQGVHOIDVVHVVPHnt helps because students can see where 
WKH\QHHGWRLPSURYH«,ZRXOGTXHVWLRQWKHLUKRPHOLIHDQGVHHZKHWKHURUQRWSDUHQWV
DUH D IDFWRU LQ WKLV  , ZRXOG DOVR ORRN DW WKHLU .6.6 GDWD«%HKDYLRXU LV RQH
factor...²more significantly-IRUWKHER\V«WKLVFDQhave a dramatic impact on results at 
KS4.        [Mr BT., 09/09/06].   
 
Thompson [2001] contends that, a major component of successfully achieving high self-esteem 
LVWKDWRIPDLQWDLQLQJDWKUHDGRIPHDQLQJWRRQH¶VOLIH- having targets to aim for and goals to 
achieve.  This appears to be a tall order for a child coming from a community where anti 
school culture is prevalent and knows no one who has benefited from education within the 
community.  Closely related to the notion of self-esteem is the notion of dignity; which is 
continuously tested by always failing to achieve, being bullied and ridiculed, or being a victim 
of racism and there is very little support to learning at home. 
 
7.5. Parents Interviews 
This section of the chapter shedV OLJKW RQ SDUHQWV¶ responses to questions that were mainly 
GHVLJQHG WR HOLFLW UHVSRQVHV WR TXHVWLRQV DERXW WKHLU FKLOGUHQ¶V VFKRRO FKLOGFKLOGUHQ¶V
EHKDYLRXUDWKRPHDQGDWWLWXGHVWRZDUGVVFKRROZRUNDQGSDUHQWV¶NQRZOHGJHRIWKHLUschool 
[see appendix H].  This process was designed to augment data gathered from documentary 
evidence, observations and SXSLOV¶DQGWHDFKHUV¶ LQWHUYLHZV.  The absence of a larger number 
of parent participants is due to the majority of student participants refusing to have their 
families involved in the research study, lest they pulled out.  I decided to involve students 
rather than go against their wishes, hence the small number of parent participants.       
 
The data analysis showed that the parents did not really understand the constructs of league 
tables.  However, the general view is that the government introduced the league tables to 
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improve school results as well as to have control over schools as the following excerpt 
suggests. 
 
RQ: What do you understand about league tables? 
Parent A:  
I bHOLHYH«WDEOHVDUHGHVLJQHGWRJLYHSDUHQWVDVQDSVKRWRIKRZWKHLUVFKRROLV
SHUIRUPLQJ«ZKLFKLQP\YLHZLVFUXGH«,WKLQNLW¶VMXVWWKHJRYHUQPHQW¶VZD\
RI JLYLQJ VFKRROV XQQHFHVVDU\ SUHVVXUHV« $V ORQJ DV P\ GDXJKWHU LV KDSS\ DW
VFKRRO«WKDW¶VWKHWKLQJWhat makes me happy. [Parent A., interview: 11/07/07]. 
 
Parent B who is a former student of the school was angry with the system and thinks that there 
are serious flaws in the education system.  Parent B blames the system and believes that there 
are systemiFIODZVWKDWPDGHKHUZKDWVKHLVWRGD\µDIDLOXUHLQOLIH¶6KHDOVRIHDUVWKHVDPH
fate stares her son in the face.   
 
«$V D SDUHQW , ZDQW WR NQRZ ZKDW P\ FKLOG KDV EHHQ GRLQJ DW VFKRRO«EXW WKDW¶V
something not possible at the moment.  Sometimes, my child comes home without 
knowing a single new thing learnt at school...  
 
 
, XQGHUVWDQG QRZ«LW¶V DOO GRZQ WR PRQH\«IXQGLQJ«DV LW ZDV WKHQ«DQG WKDW¶V
FULPLQDO  :KHQ , ZDV DW VFKRRO QRERG\ OLVWHQHG« , GLG QRW OHDUQ HQRXJK EHFDXVH
QRERG\ OLVWHQHG«WHDFKHUV GLGQ¶W KDYH HQRXJK WLPH WR OLVWHQ« , UHPHPEHU WKLV
WHDFKHU«VKH WDXJKW PH IURP WKH KHDUW«VKH ZDV GHGLFDWHG >SDXVH@ , VWRRG D EHWWHU
FKDQFH«VKH VXSSRUWHG PH DV DQ LQGLYLGXDO«ZKHQ VKH WDONHG , OLVWHQHG«EXW«RQH
certain careHURIILFHUFKDQJHGP\OLIH«KHEURNHPHGRZQ«GHVWUR\HGP\OLIH+HVDLG
WRPH³\RXZLOOQHYHUDFKLHYHDQ\WKLQJPRUHWKDQDIDFWRU\ZRUNHU´7KDWNQRFNHGPH
EDFN«LW PDGH PH ORRN YHU\ OLWWOH«DQG WR SURYH KLP ULJKW , HQGHG XS LQ D
IDFWRU\«PDVWHUHG HYHU\WKLQJ WKDW ZDV WR EH OHDUQW«, FRXOG KDYH moved to quality 
FRQWURO EXW , KDG P\ GRXEWV«LW QHHGHG UHDGLQJ DQG ZULWLQJ VRPHWKLQJ WKDW , GLGQ¶W
have.  $WVFKRRO,OHDQWWRGHIHQGP\VHOI«,VWROHIURPWKHEXOOLHVDQGWKRVHZKRWHDVHG
PH«,VHWWKHLUKDLURQILUH«LWZDVWKHRQO\ZD\,FRXOGJHWWKHP  [Parent B., interview: 
13/07/07]. 
 
 
On examining parents A and B¶V µKDELWXV¶ ZKLFK XQGHUOLH WKH IOX[ RI VRFLDO OLIH WKURXJK
downplaying the role of the agency, Bourdieu [1990], argues:  
 
Habitus is not the fate that some people read into it. Being the product of history, it is 
an open system of dispositions that is constantly subjected to experiences, and therefore 
constantly affected by them in a way that either reinforces or modifies its structures. It 
LV GXUDEOH EXW QRW HWHUQDO «PRVW SHRSOH DUH VWDWLVtically bound to encounter 
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circumstances that tend to agree with those that originally fashioned their habitus 
[p.123]     
 
By suggesting that parent A would be good as a factory worker, the career officer was guilty of 
presupposing the existence of fixed, differential ceilings of achievement [Hart, 1997].  Further, 
+DUW >LELG@ DJXHV µXVLQJ µDELOLW\¶ DV D FHQWUDO RUJDQLVLQJFDWHJRU\ LQ IRUPXODWLQJNQRZOHGJH
DERXW FKLOGUHQ¶V OHDUQLQJ DQG VFKRRO HIIHFWLYHQHVV OHDGV WR D FXUWDLOPHQW RI LQGLYLGXDO
SRWHQWLDO¶ >p. 155].  Moreover, according to achievement motivation theory [e.g. Katzell and 
Thompson 1990], such remarks by the career officer might lead one to develop beliefs and 
behaviours about achievement that are maladaptive for learning.  Thus, Katzell and Thompson 
[1990] argue, PRWLYDWLRQKDVEHHQGHVFULEHGDVµWKHFRQGLWLRQVand processes that account for 
WKHDURXVDOGLUHFWLRQPDJQLWXGHDQGPDLQWHQDQFHRIHIIRUW¶>S@ 
 
Thus motivation plays a crucial role by making them feel successful, and so can therefore 
enjoy learning.  This suggests that strengthening early academic performance strengthens 
FKLOGUHQ¶VEHOLHIVWKDWWKH\FDQFRQWUROWKHLUSHUIRUPDQFH  Skinner et al., [1990], argue, µ:KHQ
children believe that they can exert control over success in school, they perform better on 
cognitive tasks.  And, when children succeed in school, they are more likely to view school 
SHUIRUPDQFHDVDFRQWUROODEOHRXWFRPH¶>S@ &RQYHUVHO\(FFOHVWRQH>@DUJXHVµWKHUHLV
a growing perception that the UK has DFXOWXUDOSUREOHPRISRRUPRWLYDWLRQIRU OHDUQLQJ¶>S
77]. 
 
By listening to parent B, one gets indications RI µVKDUHGH[SHULHQFHV¶VXJJHVWLQJ, as a parent 
whose school days were filled with ridicule and retaliations, she is likely to advise her children 
to fight back.  She does not seem to trust the system and is likely to believe and defend her son 
basing on past experiences.  µ3arents and carers often disputed the reasons given by schools 
either because they felt that the situation had been overstated or they did not agree that the 
circumstances were as described¶ >Wright et al., 2005, p. 63].  Thus, Wright et al¶V [ibid] 
narrative about an excluded girl write:  
 
«PDLQWDLQVWKDWKHUIDPLO\ OLVWHQLQJ WREHOLHYLQJDQGFDULQJIRUKHUNHHSVKHUIRFXVHG
on success. She enjoys school less now because she is weary of teachers making 
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accusations about her disrupting lessons. She is highly critical of the stereotypes that she 
believes are held by white teachers of black pupils as failing and violent [p. 45]. 
 
HowHYHU ZLWK UHIHUHQFH WR SDUHQW µ$¶V SUHGLFWHG GHPLVH E\ KHU FDUHer advisor, one major 
consequence of such notions [of fixed abilities] LV WKDW LW GHVWUR\V WKH UHVROYH LQ WKH FKLOG¶V
PRWLYDWLRQWROHDUQLWSXWVRXWWKHµFDQGOH¶DQGFUHDWHVµDGLVSRVLWLRQWo accept the inevitability 
RI OLPLWHG DFKLHYHPHQW RQ WKH SDUW RI D VLJQLILFDQW SURSRUWLRQ RI WKH VFKRRO SRSXODWLRQ«¶
[Hart, 1997, p. 155].  The practical consequences of such attitudes are that they affect mostly, 
the people they are intended to assist.  The irony is that these are people from the poor 
backgrounds of the society, the minority, the immigrants and mostly the black communities.  It 
is also important to note that, while there are issues with the practical consequences, the 
problem needs to be tackled in its entirety without pathologizing it.   
 
This excerpt is testimonial of attitudes towards the less gifted pupils has not changed over a 
very long time despite numerous reforms.  There seems to be a case of teachers and schools 
drawing attention to determinants of achievements based on ability and social background.  
The same attitude prevails today as shown by the irony of legitimate interests to improve 
UHVXOWV E\ XVLQJ FRXQWHU SURGXFWLYH PHDQV VXFK DV WKH OHDJXH WDEOHV WR PHDVXUH D VFKRRO¶V
effectiveness.  Evidence suggests that accountability drive FOHDUO\ OLPLWV WKH WHDFKHUV¶
initiatives to improve the educational outcomes of their pupils.    
 
However, under the current curriculum, teachers are encouraged to formulate their own goals 
for teachLQJGLIIHUHQWLDOO\LQWHUPVRIZKDWWKH\H[SHFWWKHµWKHPRVWDEOH¶WKHµDYHUDJH¶DQG
WKHOHDVWDEOH¶ZLOOOHDUQ,DUJXHKHUHWKDWRQRQHKDQGWKHLGHDDSSHDUVWREHFKLOGFHQWUHGDV
it is aimed at enhancing learning and achievement by all pupils.  But on the other hand, in 
UHDOLW\WKLVLVDIXWLOHH[HUFLVHDVLWKDVWKHHIIHFWRIµOHJLWLPLVLQJDQGKDUGHQLQJWKHDVVXPSWLRQ
WKDWGLIIHUHQWLDODWWDLQPHQWLVDUHIOHFWLRQRIGLIIHUHQWLDODELOLW\«>+DUWS@7KLVWRR
can give some teachers reasoQ WR H[FOXGH D FHUWDLQ JURXS RI SXSLOV EDVHG RQ WKH WHDFKHU¶V
assumption of fixed abilities.   
 
3DUHQW & ZKR LV DQ LPPLJUDQW ZRUNHU VDLG KHU FRQFHUQV ZHUH PDLQO\ DERXW KHU FKLOGUHQ¶V
acceptance by their new peers.  However, she professed surprises at parenWV¶SRZHUOHVVQHVVDW
choosing a school for her children.    
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«0\ZRUULHVZHUHDERXWKRZP\FKLOGUHQZHUHJRLQJWREHUHFHLYHGDPRQJWKHLU
peers?  ,KDYHDVNHGP\VHOI«Are they going to be teased, harassed, or made fun 
of? Those are the things we are anticipating, but we are hoping it won't be as bad 
DQGWKDWWKHVHFKLOGUHQZRQ
WEHDJDLQ« 
 
«LI\RXKHDUWKDW\RXUGDXJKWHU¶VRUVRQ¶VVFKRROLVQRWGRLQJZHOO\RXJHWUHDOO\
VKRFNHG«LIyou WKRXJKWWKDWZDVDJRRGVFKRRO« and then hear that this school 
is not dRLQJZHOO«EXWas a parent ZKDWFDQ,GR"«,GRQ¶WUHDOO\NQRZ.  I have 
two children at school, but the school they attend was not my choice.  I have 
connection with this school as long as my daughters are still at this school«
[Parent C interviews: 06/07/07] 
 
 
In relation to the above, Grossberg [1989] argues about the impact of culture on identity:  
 
,W¶VDUJXDEO\WKHPRVWSRZHUIXOGHWHUPLQDQWRIRXUOLELGLQDODQGDIIHFWLYHOLYHVZKHUH
desires and pleasures, joys and pains, emotions and moods are rapidly constructed and 
deconstructed, promised and withdrawn, celebrated and realized.  It is precisely where 
our identities and experiences are produced. [p. 94]  
 
The parent interviewees showed major concerns of being powerless and being trapped in 
corners with no solutions in sighW  7KH DERYH SDUHQW¶V FRPPHQW ZDV GLUHFWHG DW WKH 2IVWHG
Report.  Parent C appeared uneasy EHIRUH VKH FRPPHQWHG IXUWKHU  µ«Xnless they have 
VRPHWKLQJ PRUH«KRZ ZRXOG \RXU NLGV GR LI \RX GLGQ
W LQVLVW WKH\ GR WKHLU KRPHZRUN"
Maybe, LW¶VWKHVFKRRO¶VIDXOW«PD\EHQRW,GRQ¶WNQRZ«¶ 
 
Her ignorance further exacerbates her problems as she cannot make an informed decision.  
This seems to be a problem of being a minority and an immigrant worker with very little 
information and choices available to her.    
7.6. Summary  
In this chapter, I have attempted to present a triangulated qualitative dimension of the process 
XVHG WR LOOLFLW DQVZHUV DERXW WHDFKHUV¶ SHUVSHFWLYHV DERXW WKH LPSRUWDQFH RI VHOI-esteem on 
pupils.  Thus, the chapter dealt with analysis of interviews of both teachers and parents.  The 
UHVXOWVIURPWKHDQDO\VLVSURYLGHLQVLJKWLQWRWKHWHDFKHUV¶YLHZVDERXWWKHSXSLOV¶VHOI-esteem 
DQGWKHWHDFKHUV¶LQYROYHPHQWDQGDWWLWXGHVLQEXLOGLQJWUXVWWRZDUGVVWXGHQW¶VHPEUDFHPHQWRI
learning and perseverance. The analysis revealed a number of interesting findings.  There was 
no consensus on the causes of poor class participation in pupils.  The definition and 
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understanding of the phenomenon varied from teacher to teacher.  This raised questions of 
WHDFKHUV¶ understanding and proper use of the concept of self-esteem.  However, one teacher 
suggested that the concept of self-esteem was just an illusion and was misused.    Teachers 
revealed a number of inconsistencies and practical concerns that emanate from the curriculum, 
instruction, and classroom management that led to pupils misbehaving. 
 
In summary, the teachers in this study expressed varying perspectives regarding self-esteem 
DQG LWV LQIOXHQFHRQSXSLOV¶SHUIRUPDQFHV Teachers were concerned about lack of clarity in 
discipline issues. The anti-school culture, racism and bullying allegations represent tensions 
between teachers and pupils and pupil-pupil interactions within this community college.  This 
tension creates a dramatic situation in which teachers and pupils are seemingly in constant 
competition about different agendas that claw away valuable learning time.  However, some 
teachers believe that teacher influences affect SXSLOV¶ SHUIRUPDQFHV DQG EHKDYLRXU µ<HV ,
admit that teacKHUYDULDQFHDIIHFWSXSLOV¶SHUIRUPDQFHVDQGUHVXOWV¶ 
 
Parents revealed that they do not have the power to choose a school for their children and this 
was rather frustrating to them.  Due to other commitments, some parents are slow to getting 
involved in their children's education.  There are varying reasons for the delayed involvement 
that are spread across socio-economic problems to ignorance on what to do and how they could 
assist.  For some participant students, coming and staying in school was influenced by the 
friendships they have developed.  It is only logical to suggest that, the absence of any academic 
involvement typically leads to academic failure and thus forced departure, which could be seen 
as a direct result of uninteresting lessons. 
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CHAPTER EIGHT 
 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS  
8.0. Introduction  
In this concluding chapter, I draw together some salient points that arose from the analysis of 
the data that were analysed in the end of chapters six and seven as I answer the research 
question.  In so doing, I revisit findings and issues pertinent to assessment and self-esteem 
raised in chapters two, three, six and seven in order to establish if these findings can be 
considered valid and reliable.  I will explore possible reasons for these findings and attempt to 
establish whether there is enough evidence from which to draw conclusions.  In seeking to 
explore and explain the evidence, I will pull together a number of different strands raised by 
sub-questions in order to establish the findings of this research study in relation to the research 
question stated in Chapter 1; reiterated as follows:  
 
µAn Investigation of the Impact of Formal and Informal Assessment on the Self-Esteem of 
Pupils with Borderline Learning Difficulties Learning in Mixed Ability English Language 
&ODVVHV¶. 
 
Apart from the main question, a cluster of sub-questions were formulated in order to assist with 
providing answers for the main question.  However, please note that the sub-questions should 
not be treated as separDWHHQWLWLHVIURPWKHPDLQTXHVWLRQEXWUDWKHUµVDOLHQWSDUWVRIWKHZKROH¶ 
 
Sub -Questions 
1. How do poorly performing pupils deal with failure, negative and unfavourable 
assessment comments? 
 
2. How do poorly performing pupils deal with positive praise or comments? 
 
3. :KDW DUH WKH WHDFKHUV¶ SHUFHSWLRQV ZLWK UHJDUGV WR VHOI±esteem of their poorly 
performing pupils? 
 
4. To what extent do teachers consider the impact/effect of formal and informal 
DVVHVVPHQWDQGIHHGEDFNRQSXSLOV¶VHOI-esteem?  
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5. :KDW DUH WHDFKHUV¶ SHUFHSWLRQV RI DVVHVVPHQW FRPPHQWV DQG WKHLU HIIHFWV RQ SXSLOV¶
self-esteem or behaviour? 
 
6. What is the evidence that facilitates the justification for the use of self-esteem to 
GHVFULEHSXSLOV¶SHUVRQDOLWLHV" 
 
7. Do teachers have a clear sense of what they mean by self-esteem and its implications? 
 
In a bid to find answers to the above questions, the study began initially with participant 
observations, followed by questionnaire administration and then interviews which were tape-
recoded [with consent from participants].  The focus of inquiry concentrated mainly on 
participating pupils and teachers although non-participant pupils were marginally considered as 
they inter-mingled with participants hence affected their behaviour [see research design].  
Although not so clear-cut, as we shall see, there are some definite strands directly linked to 
assessment; and some which are directly or indirectly linked to self-esteem.  These are 
summarised as follows: 
a. There were pupils who presented anti-school attitudes/ behaviours by picking 
fights with teachers and other pupils, coming to lessons late.   
b. There were a considerable number of pupils who felt they were being unfairly 
and unjustly treated, victimised, bullied and treated on racial lines.   
c. The majority of teachers felt that pupils presenting such attitudes towards 
education suffer from low self-esteem.  However, there are others who felt self-
esteem was just a mirage and wrongfully used to describe pupils.    
d. Pupils did not talk of their behaviour in terms of low or high self-esteem. 
e. There was a noticeable trend of blaming the school system by parents and pupils 
for not being sympathetic to their needs and to who they are.  
f. A trend to teacher to test for some SATs classes seemed to deprive pupils of 
teacher/pupil scaffolding which they need.  
8.1. Discussion of the Findings 
In this investigation critical issues arose which are directly linked to assessment, which in turn 
DIIHFW SXSLOV¶ IHHOLQJV VHOI-concepts and their self-worth.  These are: the influence of the 
teacher oQ SXSLOV¶ PRWLYDWLRQ and participation in school work; SXSLOV¶ EHKDYLRXU in class; 
competence and their ability.  These diverse findings are either directly or indirectly linked to 
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DVVHVVPHQWV ZKLFK KDYH D GRPLQR HIIHFW RQ SXSLOV¶ VHOI HVWHHP  7KHVH REVHUvations are 
consistent with responses, statements and comments given in response to interviews and 
questionnaires, as well as literature review findings and WKH UHVHDUFKHU¶V REVHUYDWLRQV >VHH
chapters six and seven].   
 
When I embarked on participant observations, I found myself falling into the trap of thinking 
that pupils who shy away from classroom activities have low self-esteem.  However, even with 
my framework and intentions of investigating the multiple facets of the impact of formal and 
informal assessment on the self-esteem of pupils with borderline learning difficulties, I 
VWUXJJOHG WR VHH DQ\ GLUHFW OLQNLPSDFW RI DVVHVVPHQW RQ SXSLOV¶ VHOI-esteem.  The failure to 
establish the impact of assessment on self-esteem stems from the absence or lack of consensus 
and concise definition on self-esteem.   
Take for example Beane DQG /LSND¶V [1986] argument about enhancing self-esteem.  Beane 
and Lipka [ibid] contend that, in order to enhance self-esteem an individual must develop a 
sense of their own personal worth and think of themselves in positive terms; that one must also 
reflect on their self-esteem and the values on which it has been based.  These suggestions are 
SUREOHPDWLF VLQFH DVVHVVPHQWJHQHUDOO\PD\ LPSHGHRQSXSLOV¶OHDUQHUV¶ IHHOLQJV LQPDQQHUV
that will make them feel bad or down.  According to Wells [online], when one feels belittled or 
feels down due to failure, this becomes a state of low self-esteem.  This contention makes self-
esteem definition and behaviour related to it problematic. 
Nonetheless, conclusions arrived at suggest pupils with learning difficulties face a multitude of 
assessment related problems WKDWDIIHFWSXSLOV¶ IHHOLQJV DQGPDQLIHVW DVEHKDYLRXUSUREOHPV.  
These, presented as anti-school culture in the form of resistance, coming to lessons late, lack of 
classroom participation for fear of making mistakes and then being bullied, experiencing 
unwarranted ridicule and racism from peers; feelings of being unfairly treated by their teachers, 
not enjoying their school days apart from meeting friends and failing to keep abreast with 
learning challenges [see chapter six].   
 
Some findings have a direct link with assessment; such as teacher affects.  However, the same 
cannot be said about self-esteem per se.  Rather, these findings have a major bearing on the 
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SXSLOV¶VHOI-concept which [Rotter 1954; Zimbardo 1985, Rogers 1959], postulate to be closely 
linked to self-esteem.  For instance, observations noted suggested practices that have a direct 
HIIHFWRQSXSLOV¶VHOI-concept either directly or indirectly.    
 
Some findings of the participant observation phase indicate that lessons for SATs Years [9 and 
11] were mostly driven by desire for success at external examinations.  This seemed to be a 
unilateral drive to improve league table standings for the school, a position that is determined 
by SATs exam performances of the school.  Teachers are forced to cheat, by fielding only 
pupils whom they believe are ready for the SATs exams and affects the feelings of those pupils 
left out.  Rogers [1968] argues that examinations have become the beginning and the end of 
HGXFDWLRQ7KH\DUHLQ5RJHUV¶YLHZVVWLIOLQJWRWKHVWXGHQWVDQGEHFDXVHRILPPHQVHSUHVVXUH
IURPWKHFRPPXQLW\DQGWKHJRYHUQPHQWDW ODUJHµWKHHQGMXVWLILHVWKHPHDQV¶LQ WKHUDFe to 
improve league table standing or positions.  This has a negative impact on the majority of 
participants who find learning a little more taxing as they fail to move with the rest of the class.   
 
The resultant outcome is that some participants expressed constant sadness that permeated in 
the form of resistance to learning and authority.  However, problems of resistance appear to be 
home grown as some parent participants expressed elements of mistrust in the system.  Some 
SDUWLFLSDQWV¶ H[FHUSWV DUH ULIH with concerns about learning limitations in spite of concerted 
efforts to improve on assessment, suggesting how it may be that some of these participants 
move into a state of helplessness.  The ripple effects are that some participants, [both boys and 
girls] presented anti school culture, which lead to valuable learning time being lost whenever 
teachers tried to solve petty squabbles and by entertaining late comers. 
 
While sometimes teachers struggled to bring order to classroom, some pupils construed their 
actions and authority to indifferent treatment and lead to feelings of resentment.  All this 
translated into some form of a vicious circle of accusations of racism hate with certain being 
WHDFKHUVEUDQGHGµUDFLVWV¶E\VRPHSDUWLFLSDWLQJVWXGHQWV%\µUDFLVW¶SXSLOVUHIHUUHGWRWHDFKHUV
who treated them unequally and along racial lines.  For )HDJLQ>@ µUDFLVPHQFRPSDVVHV
subtle and overt discriminatory practices, their institutional contexts and the attitudes and 
ideologies that shape or rationalize thHP¶>S@ 
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Some participant observation findings also suggest that sometimes teachers resort to employing 
SXQLWLYH PHDVXUHV WR FRQWDLQ SXSLOV ZKRVH EHKDYLRXU DSSHDUHG FKDOOHQJLQJ >HJ 0UV .K¶V
actions].  The punitive measures included awarding less marks as punishment for bad 
behaviour and threatening pupils with phoning home and exclusions.  Such incidents did affect 
SXSLOV¶IHHOLQJVDQGVHOI-worth.  However, according to Ayers et al., [1995] pupils who display 
such feelings for reprimands have low self-esteem [see figure 2.1.].   
 
,QHHG WRSRLQWRXW WKDW WKH ILQGLQJVRI WKLV VWXG\DUH FRQWUDU\ WR$\HUV HW DO¶V FRQFOXVLRQV
Once again, I reiterate here that I could not establish a direct link between assessment and self-
esteem through the use of interviews.  However, there is evidence that suggests some 
participants were unhappy and did not enjoy participating in learning.  Nonetheless, in this 
study there is no evidence that suggests that low self-HVWHHP LV µWKH FDXVH¶ IRU QRQH
participation or poor performance in learning; rather, pupils presumed to have low self-esteem 
seem to choose to be quiet as a defence mechanism.  The literature review showed that there 
are technical difficulties concerning self-esteem [e.g. consensus on definition].  This suggests 
that low self-esteem has become more of a catchphrase for teachers who find themselves in 
SRVLWLRQRIµEODPH¶LISXSLOVGRQRWGRZHOO 7KXV WHDFKHUVVHHPWRILQGLWUHDVVXULQJWRXVH
low self-esteem as the reason for failure to perform rather than admit that there is a problem 
within the system.   
 
Whilst self-esteem issues were problematic and difficult to identify, motivational perspectives 
ZHUH HDVLO\GLVWLQJXLVKDEOH DV VRPHHYHQWV FOHDUO\ DIIHFWHGSXSLOV¶PRWLYDWLRQ WR OHDUQ 7KH
participants who appeared unhappy indicated that they were attending school because of 
opportunities to socialize and meet friends rather than the desire to learn.  This clearly shows 
lack of motivation in these pupils.  The school employs a number of classroom/teacher 
assistances who are meant to help pupils with their work.  However, the intended benefactors 
shunned them as they felt asking for their assistance was a sign of being damn or daft.   
 
The literature search has shown that, proceedings of education in English and Welsh schools 
emphasize high accountability.  This permeates the efforts to improve the gap between gifted 
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students and those finding learning challenging.  However, this study has shown that teachers 
are under enormous pressures to produce best possible results for the school.  However, this 
seems to present indirect negative impact on how pupils feel.  Thus, these efforts have a 
potential to translate into systemic neglect of pupils who need help to learn more than others as 
the end result is thaW SXSLOV ZLWK ERUGHUOLQH GLIILFXOWLHV DUH OHIW WR WKHLU RZQ µGHYLFHV¶  7KH
resultant outcome is that pupils with learning difficulties are put at high risks of academic 
failure due to high probabilities of deteriorating into slow learners. Overally, these negative 
experiences potentially lead to poor student academic and social performance which has a 
SRWHQWLDOWRDIIHFWSXSLOV¶FRPSHWHQFHDQGVHOI-worth.  
 
Evidence from the analysis also suggests that teachers expect students to bear significant 
responsibility for their own success.  However, the reality dictates that a large chunk of 
responsibility for success lies with the decisions and conduct of the teachers themselves.  It is 
paramount therefore that students are treated equally with the same opportunities, regardless of 
race, gender and social status.  However, contrary to this suggestion, data indicates that this is 
not the case as evidenced by accusations of unfair treatment.    
 
Although this was not part of the interview protocol, participant pupils eloquently and 
spontaneously brought up this observation.  Thus experience was shared as prejudice attitudes 
or acts of discrimination by the participants themselves.  These feelings appear to draw 
undesired reactions such as anti- school behaviour.  This foray of racism accusations has the 
potential to turn victims tR FRQVWUXFW LQFOXVLYH KLVWRULHV RI GHVSDLU DQG IDLOXUH LQ (QJOLVK¶V
SXEOLF VFKRROV  7KLV VXJJHVWV ILUVWO\ WKDW SXSLOV¶ IHHOLQJV QHHG WR EH WDNHQ DERDUG LI
assessment is to be meaningful to them and secondly, to be mindful of WHDFKHUV¶SUDFWLFHVDQG
actions that are largely important in shaping beliefs and initial attitudes.   
 
The findings also suggest that affective factors are worth considering when examining effects 
of assessment on pupiOV¶ IHHOLQJV 7KHVHPD\QHHG IXUWKHU LQYHVWLJDWLRQDV WKH\DSSHDUHG WR
offer explanations for resistance and anti-school culture.  Conversely, Krashen and Terrell 
[1983] postulate that affective factors such as anxiety, fear of making a mistake and peer 
pressure exert an influence on learners.  Moreover, findings suggest that high stakes education 
CHAPTER EIGHT SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
 271 
segregates students and has potential to inhibit access to equal educational opportunities 
relative to traditional conventional assessment systems. The emotionally debilitating effects of 
these findings particularly for teachers and pupils should not be underestimated.   
 
For instance, the process of giving negative formative and summative feedback, which 
conflicts with fundamental values of enhancing and valuing individual ability, has an 
LPPHGLDWH DQG HQGXULQJ HIIHFW XSRQ OHDUQHUV¶ FRQILGHQFHV LW LV HDV\ WR EODPH SXSLOV¶ VHOI-
esteem when pupils fail to perform according to expectation.  Thus teachers have the 
responsibility to ensure only explicit assessment constructs are used because: 
6WXGHQWVZDQWWRNQRZZKDWWKHWHDFKHUV¶H[SHFWDWLRQVDUHIHHOWKH\KDYHEHHQHYDOXDWHG
fairly with respect to these expectations, and want the final grade to give an accurate and 
unbiased reflection of how well they have met the expectations. [Eble, 1976].  
 
8.2. The Implications of the Study  
The purpose of this research study is not to make definite statements from the findings, but 
UDWKHUWRXVHLWVFRQFOXVLRQVUHJDUGLQJWKHLPSDFWRIDVVHVVPHQWRQSXSLOV¶VHOI-esteem in order 
to provide knowledge which can be used to facilitate understanding similar pupils, improve 
learning and teaching such pupils.  Thus, this study has shown that pupils in this investigation 
who presented traits and attitudes which teachers considered to be linked to low self-esteem.  
However, contrary to this presumption, participants in this study have shown that it is not 
always the case.  For instance, pupils who showed signs of being withdrawn did not participate 
in class activities were wrongfully presumed to suffer from low self-esteem, as they testified 
that they chose to do so to protect their self-worth and concepts.  This leads us to conclude that 
what teachers construe to be low self-esteem may be other underlying causes that have nothing 
to do with low self-esteem.  Thus teachers need to investigate these causes by way of exploring 
SXSLOV¶ OLNHO\ DWWLWXGHV DV ZHOO DV RWKHU DIIHFWLYH IDFWRUV WKURXJK DSSURSULDWH DFWLYLWLHV
However, under the current system where shot term results matter most; teachers do not seem 
to find time to spend with individual pupils.   
 
Since the majority of participants in this study felt they were being unfairly treated, victimised 
on racial grounds and branded some teachers as being racists, there is need to narrow the gulf 
existing between some participants and their teachers.  Failure to do so has the potential to 
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cause pupils to deteriorate into slow learners and eventual self-exclusions caused by tensions 
and growing learning difficulties exacerbated by conflicts between teacher/pupil.  These 
assumptions become more pronounced especially if there race differences between pupils and 
their teachers as are the case with the participants of this study were the majority of the 
teachers are white and pupils are black.  
  
Morley and Robins [1995] postulate that the salience of multicultural education encompasses 
defining, marking and deployment of the concept of identity.  This covers identity and 
categories of identification such as race, ethnicity, social class, and gender.  Wright et al., 
>@ QRWH WKDW µER\V LQ JHQHUDO DQG %ODFN ER\V LQ SDUWLFXODU DUH EHLQJ H[FOXGHG IURP
VFKRROLQHYHULQFUHDVLQJDQGGLVSURSRUWLRQDWHQXPEHUV¶>S@7KLVREVHUYDWLRQQHFHVVLWDWHV
the need for a closer examination of the interrelationVKLS EHWZHHQ µUDFH DQG JHQGHU¶ >LELG@
Ironically, the majority of participants in this study and who have a high potential of being self-
excluded are black and of mixed heritage.  Thus, Wright et al. [ibid] findings have a striking 
resemblance with findings of this research study [see data analysis chapters six and seven].   
 
The results attest to the observation of the presence of antagonism and a culture of mistrust 
between teachers [particularly White teachers and non-White students failing to engage with 
learning].  This observation is permeated by the feeling of sense of insecurity among student 
participants especially those of African- Caribbean origin some of whom appear to have 
adapted an anti-school culture.  These groups of pupils are seen by the school as being anti-
social and a ticking time-bomb, while other commentators have attributed lack of self-esteem 
DV WKH URXWH FDXVH  +RZHYHU WKH FRQFHSW µDQWL-VRFLDO¶ LV SUREOHPDWLF LQ WKDW LW GHQRWHV D
construct that is a product of culture, context, and unequal power relationships.  Nonetheless, 
questions are generated with the desire to fully understand and comprehend what really is the 
cause of the so-FDOOHGµDQWL-VFKRROFXOWXUH¶,EHOLHYHVFKRROVKDYHDPDQGDWHWRFXOWLYDWHDQG
PRXOGSXSLOV¶EHOLefs and attitudes expressed through behaviour and/or practices. 
The findings of this study also suggest that teachers need to be provided with enough time to 
teacher pupils rather than teach to test which may be the case at present in this college.  
TeachiQJWRWHVWOLPLWVWKHH[WHQWRISXSLOV¶HQJDJHPHQWDQGPRWLYDWLRQWROHDUQLQJWUDQVIHUDEOH
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life skills.  Thus, this study has illuminated the dark side of high stakes testing and obsessive 
accountability trends. 
8.3. Limitations of the Study 
This study raised a number of issues and questions that may provide a basis for future research.  
This is partly due to some limitations identified in this research study and partly because of 
issues and concerns that rose in the analysis but could not be pursued as part of this inquiry.  
Thus, this section presents a brief reference to the limitations of the study.  It recognises the 
potential value of a mix of methods in ethnographic; qualitative approaches to provide the 
much needed triangulation.  However, firstly this was a short term study conducted over a 
space of one year.  As it was not a longitudinal study and did not allow the researcher to follow 
the participants across their lessons, any conclusions established do not provide a full picture of 
the impact of aVVHVVPHQW RQ WKHVH SDUWLFLSDQWV¶ VHOI-esteem.  A lengthier time and broader 
inclusion of different categories of pupils would be more appropriate for a clearer and broader 
picture.  
 
Secondly, data for this study were collected from the classrooms of five teachers and 22 
students in five different English lesson classrooms, one learning institution, six teachers, one 
HoD and one Community College.  And, since the study was confined to one urban community 
college in the Leicestershire County in England, the findings of the study may not be 
generalised to represent all schools in England and Wales nor elsewhere.  A third limitation is 
that the classrooms studied are located in one particular school in the Leicestershire County in 
UK.  
 
Therefore, a study of this nature does not allow us to make generalisations which can be 
applied to all pupils in this predicament since it is a study that was conducted primarily on one 
community college.  Nonetheless, the findings of this research study have some striking 
commonalities with other similar studies conducted elsewhere although of slightly different 
nature.  In an attempt to answer the research question, a number of assessment issues have 
been raised that are worthy of consideration by teachers, other educationalists and policy 
makers in order to make assessment worthwhile learning experiences.   
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Thus, the study should be regarded as an illuminative one, applicable to other similar contexts.  
This is because it seeks to identify the needs and attitudes of educators, which could be 
complex but alike to others in similar circumstances.  The literature describes illuminative 
research approach as one that encourages interpretive human understanding and concentrates 
on information gathering.  The primary concern is with description and interpretation rather 
WKDQZLWKPHDVXUHPHQWDQGSUHGLFWLRQ 7KH UHVHDUFKHU¶V WDVN LV WRSURYLGHDFRPSUHKHQVLYH
understanding of the complex reality or realities surrounding a phenomenon under 
LQYHVWLJDWLRQLQVKRUWWRµLOOXPLQDWH¶DSKHQRmenon [Brown and Ralph, 1994].  Further to this 
view, this study applied to a small group within a class, focussed on a particular subject and to 
D VLQJOH VFKRRO  $V VXFK WHQGHG WR OLPLW RU µH[FOXGH VWXGLHV RI HGXFDWLRQDO LVVXHV DQG
questions in a broader and at least as important context-that of the school district-community, 
FXOWXUDO SHUVSHFWLYH¶ +DPPHUVOH\ > S@  )XUWKHU +DPPHUVOH\ >LELG@ VXJJHVWV µWKH
narrow focus , while generating some important knowledge, fails to shed light on the more 
FRPSOH[LVVXHVWKDWDFFRXQWIRUPXFKRIZKDWJRHVRQ>RUGRHVQRWJRRQ@LQVFKRROLQJ¶>LELG@ 
 
This study is restricted to exploring only the views and attitudes of teachers and pupils with 
regards to the effects of formal and informal assessment on pupilV¶ VHOI-esteem in English 
language lessons.  It does not extend to cover other subjects and aspects in the teaching and 
learning process.  Under the circumstance, it would have been difficult for me as an individual 
researcher to carry them out with my limited resources and time.  Nonetheless, while 
recognising the weaknesses of parts, it is my belief that it is the whole that gives this study 
strength.  At some stage, the findings of this study seemed naturally true, but this obviousness 
adds to their credibility [Guba and Lincoln, 1985].  However, any raised and unanswered 
questions can be used as a springboard for other studies in future. 
8.4. Strengths of the Study  
On the other hand, the small and specific sample used meant that the research attention was 
clearly focused and allowed for the exploration of breadth and depth.  Also the small specific 
sample and long time span of the study, allowed for the opportunity to explore the inner life 
world of the participants.  Thus, concentrating on a specific target group resulted in the 
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collection of rich data and the qualitative study of one group offers a firm base as means for 
comparison with other results by researchers studying other groups using similar methodology.   
 
Arguably therefore, data that has been systematically collected and analyzed and which has 
depth and substance provides a rich base and material for the development of theory.  In 
addition, a relationship of trust that seemed to develop between the researcher and the 
participants was of considerable benefit to the quality of the observations and interviews.  As a 
result, both the observations and the interviews yielded very rich data.   
 
7KHGDWDZDVLQWXUQDQDO\]HGLQGHWDLOSURYLGLQJDQLQVLJKWLQWRWKHQDWXUHRIWKHSDUWLFLSDQWV¶
experience that would not emerge in paper and pencil tests or by observations alone.  The 
SDUWLFLSDQWV¶ WUXVW PHDQW WKH\ ZHUH ZLOOLQJ WR JLYH RI WKHPVHOYHV DQG VKDUH WKHLU WKRXJKWV
feelings and experiences without fear of prejudice or victimization.  This was immensely 
beneficial to the research as a whole, yielding data of considerable depth and breadth.  The 
researcher kept a balance between creativity and science by maintaining an attitude of 
scepticism, by way of working forwards and backwards to check if conclusions fitted the data 
and by following systematic research procedures, which gave exactitude to the study.  It must 
be noted that, conclusions drew from factual evidence provided by participants [see the data 
analysis chapters].  
 
8.5. Evaluation of the Research Process 
This research was designed with a range of methods and a process that allowed spontaneous 
and unsolicited responses which let patterns to emerge and be evaluated.  Thus, a qualitative 
research methodology was used in order to allow a measure of breadth and depth through 
triangulation of data.  It provides an analysis of various excerpts of conversational interviews 
selected from a larger corpus of data, consisting of transcripts of two days per week, participant 
observations that took place during the 2006/7 academic.  The researcher selected these 
excerpts because they were seen to represent critical events in the SDUWLFLSDQWV¶ LQWHUDFWLRQV
conflicts and dissonance that led to the findings being discussed. 
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6WUDXVV DQG &RUELQ¶V >@ DQG &KDUPD]¶V >@ DSSURDFK ZDV FKRVHQ IRU WKH JURXQGHG
DQDO\VLVRI WKHSDUWLFLSDQWV¶QDUUDWLYHVEHFDXVH LW LV V\VWHPDWLF \HW IOXLG DQG WKXV HIIHFWLYHO\
uncovers depth.  During the research process the steps were followed rigorously and in detail.   
 
The research was conducted over a sufficient length of time to ensure that the prolonged 
engagement and participant observation criteria were met.  Coding ensured that constructions 
were valid and rigorously followed according to book.  Wherever possible, checks with the 
respondents during the course of the study as well as checks regarding the final interview 
material helped to ensure that the initial data was an accurate representation of what 
participants said.  Thus, I can therefore claim that the research followed the generally accepted 
conceptions of ethnographic studies. 
8.6. Conclusion 
This research study attempted to provide an insight into the ways in which classroom 
H[SHULHQFHV LQIRUPDO DQG IRUPDO DVVHVVPHQWV VKDSH VWXGHQWV¶ VHOI-esteem.  Secondly, the 
manner in which current theories on similar students might be improved to better reflect the 
LPSDFWRIDVVHVVPHQWRQSXSLOV¶VHOI-esteem.  Specifically, it reveals important teacher/student 
relationships and beliefs on one hand and the antagonism manifesting between some groups of 
minority pupils and their teachers through educational activities in the classroom on the other.  
7KHVHIHHOLQJVKDYHDEHDULQJRQSXSLOV¶VHOI±worth both within and without the school and 
classroom settings.   
 
The results of this research study suggest that assessment systems in place do not allow for 
teachers to individualize and target instruction, hence do not provide room for enough tutoring; 
appear to encourage drill method practices and provide less time for critical thinking activities, 
resulting in an unbalanced and narrowing of curriculum.  However, the study did not find any 
significant correlation between assessment and self-esteem.  Nonetheless, some participants 
showed lack of commitment to work independently and to contribute to lessons for fear of 
embarrassing themselves by making mistakes.  As discussed in chapter three lack of empathy 
for the struggling pupils as well as the accountability thrusts make it difficult for these pupils to 
engage with learning.  Littlewood [1984] highlights teacher personalities and individual skills, 
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ability and motivation, availability of time and resources as well as methodology as some of 
the factors that need to be considered as influences on learning.  Instead, the results suggest 
that, teachers were inundated by a drive towards accountability thereby unwittingly diluting the 
quality of both curriculum and instruction.  
 
Thus, this study has shown that assessment is one of the key factors that affect motivation but 
not so much of self-HVWHHP6WLJJLQV>@DVVHUWVµWHDFKHUVFDQHQKDQFHRUGHVWUR\VWXGHQWV¶
desires to learn more quickly and more permanently through their use of assessment than 
WKURXJK DQ\ RWKHU WRROV DW WKHLU GLVSRVDO¶ >S@  This observation can also be true of how 
pupils feel when they are belittled and are not supported when they find the tough going. 
 
However, Jennings [2000] argues that high standards and state-mandated tests are needed to 
improve the quality of public education.  However, [Madaus, 1988; Corbett and Wilson 1991] 
postulate that the pressure of testing causes teachers to water-down the curriculum, reduce 
critical thinking activities, rely more heavily on drills and worksheets and reduce the quality of 
education.  Nevertheless, Corbett and Wilson [ibid] report that testing sometimes has positive 
effects and at other times negative effects.  Further, Corbett and Wilson [1991] suggest that 
positive effects occur when stakes are high and pressure is low, while negative effects occur 
when both stakes and pressure are high.  Interestingly, according to Harlen [2004] assessment 
in English and Welsh schools is characterized by high stakes and high pressure, resulting in 
negative effects particularly for pupils who are failing to keep up with learning demands.  The 
results of this study suggest that the drive for accountability is instilling an urgency of 
increased anxiety and pressure so that assessment produces negative effects on curriculum, 
instruction and student motivation and achievement. 
 
Because assessment is characterised by high stakes testing, not all pupils have the opportunity 
to be successful suggesting, to some participants education becomes meaningless due to failure 
to achieve.  Unfortunately, under such high stakes testing, teachers do not have leeway to 
individualize instruction.  Nevertheless,UHLWHUDWH+DUOHQ¶V>@FRQWHQWLRQWKDWDVVHVVPHQW
has a positive impact on curriculum and instructional practices.  However, the positive effects 
on the curriculum are realised when there are less drills and when learning is characterized by 
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practice and more emphasis on problem solving and critical thinking.  And thus, pupils are 
rewarded by constructive feedback that tells students that they are successful, which helps to 
build self-efficacy.  Students who feel successful can therefore enjoy learning [Skinner et al., 
@  ,W LV WKHUHIRUH DVVXPHG WKDW DQ LPSURYHPHQW LQ SXSLOV¶ DFKLHYHPHQW DQG IHHOLQJV RI
SHUVRQDOFRQWUROIRVWHUVVWXGHQWV¶SDUWLFLSDWLRQHQJDJHPHQWDQGUHVLOLHQFH 
 
Conversely, for Skinner et al., [1990], children perform better on cognitive tasks if they believe 
that they can wield control over success in their learning.  It follows therefore that when 
VXFFHVV EUHDGV VXFFHVV µWKH\ DUH PRUH OLNHO\ WR YLHZ VFKRRO SHUIRUPDQFH as a controllable 
RXWFRPH¶ >ibid, p. 22].  Thus, it is then assumed that SXSLO¶ SHUFHSWLRQV RI DFDGHPLF
competence and control do predict their motivational interest in schoolwork, either intrinsically 
or extrinsically.  For instance, literature review results indicate that teacher feedback from 
high-stakes oriented approach can be highly diagnostic.  However, evidence from this study 
has also shown that it denies teachers time to individualize and target instruction, [i.e. base 
instruction on VWXGHQW¶VQHHds and abilities], something that struggling pupils desperately need.  
It follows therefore that failure to address shortfalls identified serves to de-motivate and give 
pupils a feeling of failure to learn leading to a sense of learned helplessness [Seligman, 1975]. 
 
As a remedial tutor and an outsider looking in, I assumed that the participating students would 
manifest low self-esteem perceptions.  On the contrary, they reflected perceived notions that 
showed they did not find assessment and other educational experiences per se to be enjoyable, 
but did not express any low self-esteem in doing so.  Nonetheless, if Ayers et al., [1995] 
criteria for low and high self-esteem were to be used, most of the participants would be 
considered to have low self-esteem.  But, if we followed [Branden, 2001; Emler 2001] the 
findings do not add up to low self-esteem.  In fact, students spoke eloquently about their 
bitterness over teachers they accused of being racists and also how the school is failing to meet 
their needs.  From the analysis, it became evident that students harboured a variety of beliefs 
about their teachers and experienced learning and achievement considered to be negative for 
later positive life outcomes.  Their comments consistently reflected a strong urge to protect 
their self-worth and egos than having a sense of low self-esteem. 
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Thus, results of this research study provide an insight into two distinct, yet interrelated issues: 
WKH LPSDFW RI IRUPDO DQG LQIRUPDO DVVHVVPHQW RQ SXSLOV¶ VHOI-esteem and the tHDFKHUV¶
LQYROYHPHQW DQG DWWLWXGHV LQ EXLOGLQJ WUXVW WRZDUGV VWXGHQW¶V HPEUDFHPHQW RI OHDUQLQJ DQG
persistence.  The results indicate that assessment impacts differently to different pupils, 
psychologically and mentally depending on individual pupils, their beliefs and goals and what 
they anticipate their future to hold. 
 
The other contributing factors about how pupils felt about assessment are of motivational and 
competence based as opposed to self-esteem feelings.  Thus, according to Ecclestone [2002]: 
 
the complexities of motivation also highlight a need to differentiate between the effects 
RI DQ DVVHVVPHQW PRGHO LQVWLWXWLRQDO DQG VWUXFWXUDO IDFWRUV VWXGHQWV¶ GLVSRVLWLRQV WR
OHDUQLQJDQGWKHLUH[SHFWDWLRQVRISURJUHVVLRQDQGDFKLHYHPHQW¶>S@ 
 
 
This suggests that affective factors are important to consider when discussing assessment and 
learning which may need further investigation.  It also emerged that for some participants, 
contributing in class activities increases their vulnerability to bullying.  However, some 
participants resort to anti-school activities like becoming class clowns, coming to lessons late 
and/ or disrupting the smooth running of lessons to draw attention and/or so that they get 
excluded.  Conversely, Henderson and Dweck [1990] point out; if students do not value the 
goals of academic achievement they are unlikely to be motivated to achieve them.  Thus, goals 
need to be understood, be achievable, be seen to be beneficial to the learner and are valued by 
them and importantly, that the social and cultural context facilitates opportunities for learning 
[Kellaghan et al., 1996].  Thus, they comment: 
 
Social and cultural considerations are important aspects of context because they can 
LQIOXHQFHVWXGHQWV¶SHUFHSWLRQRIVHOIWKHLUEHOLHfs about achievement and the selection 
RI JRDOV«LI DFDGHPLF DFKLHYHPHQW LV QRW YDOXHG LQ D VWXGHQWV¶ QHLJKERXUKRRG SHHU
group, or family, the student will be affected by this in considering whether or not to 
DGRSW DFDGHPLF JRDOV«D VWXGHQW PD\ GHFLGH WKDW home and school support are 
inadequate to help him or her succeed [1996, p. 13-14].  
 
Therefore, I can concede and speculate that learning motivation is lowest for pupils with low 
success rate, especially salient for pupils with learning difficulties.  These pupils do not seem 
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to see education as a success avenue.  Evidence suggests that, some participant students 
particularly boys are ambivalent about school achievement, highlighting considerable conflict 
around assessment issues and feeling pressured by community and the state to attend school. 
  
Secondly, some participants believe that they are not being fairly assessed which becomes a 
de-PRWLYDWLQJIDFWRU7KHVHSXSLOVEHOLHYHWKDWPDUNVDUHDZDUGHGLQDFFRUGDQFHZLWKSXSLOV¶
behaviour and on who they are.  Thus, some of the pupils attribute poor results to victimisation 
and racism practises by their teachers and fellow students.  For Ayers et al., [1995] pupils with 
low self esteem have tendencies to blame others.  Results indicate that some pupils preferred 
DZDUGLQJ RI PDUNV DV RSSRVHG WR WHDFKHUV¶ FRPPHQWV ZKLFK WKH\ HLWKHU UHDG GLVFDUGHG RU
LJQRUH )RU WKHPPDUNVFDUU\DFOHDUPHVVDJHRI VXFFHVVRU IDLOXUHDVRSSRVHG WR WHDFKHUV¶
comments which are contaminated and are sometimes despised.  
 
Thirdly, because assessment is characterised by high-stakes testing and accountability, not all 
pupils have the opportunity to be successful in learning as teachers cannot find time to 
individualize instruction.  Therefore, teaching to test appears to be rife hence seem to arouse 
extreme emotional responses and sometimes feelings of anxiety in pupils who continuously 
fare badly.  This is triggered when pupils compare themselves to each other and reconsider 
their abilities and competences, self-esteem and identity.  In some cases, the same participants 
testified that they did not complete their home work in time or copied their home and course 
work from the internet or friends.  This emanate from lack of proper tuition and scaffolding 
during lesson time.  The problem about teaching to test is that it modifies performance on tests 
UDWKHUWKDQLPSDUWNQRZOHGJHVNLOOVDQGSXSLOV¶VHOI-concepts. 
   
For instance, in an ideal class situation, students are on equal footing which seamed to be a 
challenging endeavour.  The equality status among students of different abilities and cultures 
provides a unique opportunity for intense interaction between teachers and pupils and pupil to 
pupil experiences.  It should be remembered that students do not come to school as empty 
vessels or blank slates, neither do their teachers.  They come with their minds full of 
expectations and assumptions, which are influenced by their cultures, their environment, 
experiences, memories, goals and aspirations.  Thus Trevithick [2005] reminds us that 
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«FKLOGUHQDUHQRWVODWHVIURPZKLFKWKHSDVWFDQEHZLSHGFOHDQEXWDUHKXPDQEHLQJV
who carry their previous experiences with them.  Their behaviour in the present is 
deeply affected by what has happened in the past [p.58].   
 
As such, schools can either build on or shatter their dreams and inspirations.  Therefore, 
WHDFKHUVKDYHDQREOLJDWLRQWRWUHDWDOOSXSLOVHTXDOO\FXOWLYDWHPRXOGDQGVKDSHHYHU\SXSLO¶V
inspirations and aspirations.  This obligation looked suspect as was reflected by findings from 
this research.  There is evidence based on the premise that environment and learning styles 
positively correlate with a variety of measured learning success in society, such as a prestigious 
job, high annual income, and high educational attainment.  Some teachers speculated that lack 
of interest and anti-school behaviour emanated from lack of influential role models. 
 
(GXFDWLRQLVWVDUJXH WKDW WKH WHDFKHU¶VFODVVURRP ODQJXDJHDQGDWWLWXGHDQG WKH WHDFKLQJVW\OH
influence the relationship between teacher and pupils and how pupils respond to learning.  In 
the context of this study, pupil participants experienced limiting opportunities [i.e. emanating 
IURPSHHULQWHUDFWLRQWHDFKHUSXSLOLQWHUDFWLRQV@7KHJRYHUQPHQW¶VGULYHWRZDUGVLPSURYLQJ
results appearVWREHVWLIOLQJWKHWHDFKHUV¶HIIRUWVWRDGRSWDSSURDFKHVWKDWVXLWSXSLOV¶SUHIHUUHG
learning styles as lessons are now results driven and teacher led.  The irony is that the system 
ends up affecting the same pupils it is trying to assist.  In teacher centred or driven lessons, the 
teacher dictates the proceedings [Walsh 2002].  Thus, under such settings pupils are unable to 
learn in ways that suit their individualism.  This has a direct impact on how they feel and value 
learning.   
 
There are also practical concerns that emanate from curriculum, instruction, and classroom 
management.  For instance, the obligation to treat every child equally is made unattainable by 
the current demands and accountability emanating from government policies.  However, the 
problems of equity and prejudices remain a hidden curriculum to most teachers, within the 
classroom and outside as well, who believe that they treat all their students equally, but do not.  
Even if they have the awareness, the desire and the will to teach with empathetic treatment, 
they may not know where to start as their relationship with some pupils is filled with mistrust.  
Sometimes teachers do engage in constructive strategies that attempt to address the cognitive 
differences by use of assistant teachers but efforts are not exploited by would be benefactors as 
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they shun getting help from them.  It was also established tat teacher effects are also 
responsible for the resistance manifested by some pupils as it emerged that pupils are 
concerned with protecting their self-images emotionally.   
 
As the evidence suggest, it may be futile to assume lack of esteem for pupils that are as failing 
to engage with learning as this masks what may really be happening to pupils.  However, it was 
evident that assessment aQG IHHGEDFN DIIHFW SXSLOV¶ FRQILGHQFH DQG FRPSHWHQFHV  (YLGHQFH
also suggests that assessment affect pupils in many ways.  Some pupils struggling to cope with 
learning showed they can achieve if the environment suits their learning styles.   
 
Finally, the intricacy of the findings have been both rewarding and challenging, raising as 
many questions as have been answered.  A picture however, emerged of how formal and 
LQIRUPDODVVHVVPHQWDIIHFWVSXSLOV¶VHOI-esteem or lack of it.  All but one pupil did not bring the 
notion of self-esteem in the discussion, suggesting that the notion of self-esteem is brought to 
them rather than being an issue in them.  Thus, I make a humble claim here that, the perceived 
low ±esteem is in the mind of the teacher.  What is labelled as low self-esteem could be 
resistance to irrelevant and patronising teaching as well as priority assigned to peer relations.  
8.7. Suggestions for Further Study 
This study raised a number of issues and questions that might provide a basis for further study.  
The limitations identified in this research study as well as issues raised during data analysis but 
could not be pursued as part of this ethnographic study, are fertile grounds for further research.  
Out of these complex findings, several conclusions can be made; that the classroom can be a 
source of despair and mistrust emanating from unjust and unequal treatment of pupils by 
WHDFKHUV &ODVVURRP LQIOXHQFHVDQG OHDUQLQJH[SHULHQFHRI WKHSDUWLFLSDQWVDQG WKH WHDFKHUV¶
approach to curriculum and instruction were dictated by policy rather than by learners 
VXJJHVWLQJ WKDW SXSLOV¶ LQGLYLGXDOLVP ZHUH QR ORQJHU HQWHUWDLQHG  7KH FRUUHODWLRQ EHWZHHQ
assessment and self-esteem as well as other diverse elements of the study should prove a 
fruitful source for further research.  Finally, the conclusions reported in this thesis are therefore 
tentative and provide illumination for further work in this area. 
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8.8. Reflections on the study and some concluding remarks 
 
This last section draws upon my reflections of the research study and some concluding 
remarks.  Thus, this research has highlighted the internal, personal and professional pressures 
which may sabotage the government¶V initiative to improve results due to emphasis on high-
stakes testing and accountability orientations.  However, the governments anticipated to 
provide uplifting effects but may be subjugating and undermining learning and assessment.  
Thus, this study has shown that the majority of pupil participants in this study [drawn from 
four classes at one school: see research design], are not benefiting from the current assessment 
UHJLPHVLQSODFH7KHJRYHUQPHQW¶VHIIRUWVWRLPSURYHUHVXOWVDSSHDUWREHcounterproductive 
as these efforts also make it difficult for teachers to cater for less gifted pupils which have a 
potential of letting such pupils degrade into slow learners.  This suggests that there is need to 
rethink the essence of national league tables and accountability in favour of other initiatives 
that will not put teachers and pupils under pressure.  
 
7KHTXHVW WRJDLQNQRZOHGJHDQGXQGHUVWDQGWKHDIIHFWVRIDVVHVVPHQWRQSXSLOV¶VHOI-esteem 
will continue as educators strive to improve learning for all pupils.  As for this research study, I 
can only generalise [tentatively] to similar types [contexts] of schools [e.g. inner city, with 
challenging circumstances] that, the evidence presented here suggests that the current 
assessment regimes appear to be counterproductive, are exerting unnecessary pressure on 
teachers and pupils.  
 
Teachers can learn from the literature on teacher expectancy effects which shows that teachers 
ZKR EDVH WKHLU RSLQLRQV RI FKLOGUHQ¶V LQWHOOHFWXDO DELOLW\ ODUJHO\ RQ H[WHUQDO FKDUDFWHULVWLFV
such as race or social class, act on their beliefs in ways that indirectly iQIOXHQFH FKLOGUHQ¶V
performance in the classroom.  Thus, teachers who harbour beliefs that poor or minority 
children are not intelligent can communicate this belief by withholding opportunities to learn.  
Conversely, Rosenthal [1994] contends that, over time, children treated in this manner may 
come to expect less care and attention in the classroom relative to other children, and as a 
result, are more likely than others to underachieve in their schoolwork.   
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Therefore the results of this research study and results of future similar research based on 
implicit LQYHVWLJDWLRQ RI WKH DIIHFWV DQG HIIHFWV RI DVVHVVPHQW RQ SXSLOV¶ self-esteem might 
challenge the generally accepted notion regarding self-esteem.  In future research, it will be 
important to use different methodologies to evaluate self-esteem and assessment issues under 
different settings.  These potential studies will further illuminate grey areas with regards to the 
HIIHFWVDQGDIIHFWVRIDVVHVVPHQWRQSXSLOV¶different aspects of self-esteem. 
 
At the end of it all, I ask myself how this research process [challenges and difficult processes] 
have benefited my own professional development.  It has undoubtedly enabled me to develop a 
deeper insight and understanding of the realities of assessment and its LPSDFW RQ SXSLOV¶
motivation and self-worth.  Before immersing myself into the research process I had some 
awareness of assessment and self-esteem issues although with a lot of grey areas.  Now that I 
have come to the end of the road, I can look back at the same issues with open and critical 
perspective of what is entailed in assessment and what its possible impacts are.  As such, I will 
use my acquired research skills to grow; first as an educator and secondly as a researcher to 
explore further self-esteem issues in pupils in order to extend and deepen understanding.  And, 
at a more practical and professional level, it has given me the confidence to get involved in the 
initiation of the process and finding answers to unanswered questions in this research study. 
8.9. Concluding remarks  
Since this research is teaching and assessment based, the findings have a bearing on 
competence inclination which leads to outcome based findings.  The research had a profound 
effect on how I view research.  It enhanced my knowledge of teaching as well as dealing with 
pupils who find learning a bit taxing.   I believe, with the new knowledge, skills and attitudes 
gained, I have become more competent giving me choices by putting me in a better position to 
deal adequately with problems in various teaching/learning contexts.  As a teacher and 
researcher, I can now set myself the task of placing the development of pupils with learning 
GLIILFXOWLHV¶UHIOHFWLYHFRPSHWHQFLHVLQWKHOLPHOLJKW7KHSUDFWLFDOQDWXUHRIWKLVUHVHDUFKOHG 
me to review practical classroom changes and commonly perceived beliefs.   
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As a practicing teacher and researcher, I now believe that I am well poised to be practically 
involved in epistemological debates and stances that underlie currently perceived teaching 
practices.  Based on the premise of the researcher knowledge generated by the research 
experience, the research enabled me to grow from being a practical theorist to an interprevist.  
The research process enabled me to shift my stance from being positivist to being an 
interprevist/constructivist person.  I now understand and accept that there are multiple truths, 
ZLVKLQJWRNQRZµZKDWLV¶DVZHOODVNQRZLQJWKHµFDXVHVRULQIOXHQFHV¶RIDSKHQRPHQRQ 
 
Now, after conscientious reflections, I have woken up to a dialogue with myself, asked myself 
TXHVWLRQV« µ:K\ HQGXUH WKLV PXFK":KDW LV LWZRUWK"  (DFK WLPH , KDYH DQVZHUHG P\VHOI
µ<HV IRU SHUVRQDO JURZWK¶  3HUKDSV PXFK PRUH WKDQ PHQWDO NQRZOHGJH DQG HPRWLRQDO
understanding, the rigours of doing a PhD research has been instrumental for me to experience 
genuine growth in most aspects of my life-mental, emotional, psychological and spiritual.  I 
also found solace in the belief that going through all the hardships required to meet my 
research goals were worth the effort.  The hardships sharpened my thinking and strengthened 
P\UHVROYH&RQILGHQWO\,FDQQRZVD\«WKHORQJDUGXRXVDQGFRPSOH[MRXUQH\ 
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Appendices  
 
Appendix A 
Consent Forms  
 
Student Consent Form 
 
Introduction  
 
I ______________________have been invited to participate in this research study, which has been 
explained to me by Kordwick Ndebele.  This research is being conducted to fulfill the requirements for 
a doctoral thesis at The University of Nottingham, UK.   
 
Purpose of the Study  
The purpose of this study will be to explore the impact of informal and formal assessment on the self-
esteem of pupils with borderline and language difficulties learning in mixed ability English classroom 
setting: from the teacher'VVWXGHQWV
DQGVFKRROKHDGWHDFKHU¶VSRLQWVRIYLHZV 
 
Description of the Study  
I understand that this study will be ethnographic, [descriptive, not experimental], and that I will be 
asked to participate in several activities.  I will be observed during lessons, maybe tape-recorded 
[audio] and interviewed.  In the interview I will answer questions about assessment for learning and my 
experience with learning, and schooling and feelings about assessment for learning. 
 
Risks and Discomforts 
There are no known or expected discomforts or risks from participating in this study.  However, should 
I feel or experience any discomfort, I am at liberty to inform my teacher, head teacher or the researcher 
at any time during the research.  
 
Benefits  
The students in the study may benefit from the one to one tutorials as well as assistance during lesson 
times plus one-on-one interviews with the researcher.  For more information about this research, I can 
contact Kordwick Ndebele at 01162737110.  For more information regarding my rights as a research 
subject, I may contact the BERA [explained to me] British Education Research Association or The 
Director of Research, School of Education, The University of Nottingham. 
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Confidentiality 
I understand that any information about me obtained as a result of my participation in this research will 
be kept as confidential as legally possible.  I understand also that in any publications that result from 
this research, neither my name nor any information from which I may be identified will be published 
without my consent.  Audiotapes will be handled only by the researcher and his research advisor.  
Audiotapes and transcripts will be stored in a locked filing cabinet or any secure place and then 
destroyed at the conclusion of the research. 
 
Voluntary Participation 
Participation in this study is voluntary.  I understand that I am free to withdraw my consent to 
participate in this study or any specific activities at any time if I feel uncomfortable, and that I do not 
have to respond to every item.  Refusal to participate or withdrawal will involve no penalty or loss of 
benefits and will not affect my grades or class standing or prejudice me in anyway.  I have been given 
the opportunity to ask questions about this research and I have received answers concerning areas I did 
not understand.  By signing this form, I signify that I understand the terms associated with this study.  
Upon signing this form I will receive a copy.  By signing this form, I therefore declare that I willingly 
consent to participate in this study. 
 
 
 
Signature of Subject __________________Date 
 
 
Signature of Researcher __________________Date 
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Appendix B 
PROFORMA QUESTIONNAIRE FOR PUPILS  
 
Please read each statement carefully and tick the answer that best fits your view.  Your answers 
are confidential to me and will be used for my 
research purposes only.  
               PLEASE TICK YOUR AGE AND SEX   
 
 
 
10-11 12-13 14-15 16 boy girl 
   
   
 
  Please tick 
Strongly 
agree 
 
Agree disagree 
Strongly 
disagree 
Won't 
answer 
  1. 
I find time to communicate my problems or difficulties 
at school.          
  
         
2. If I have problems I would discuss them with an adult.             
3. 
I find it easy to communicate my problems to my 
teachers.           
4. 
I find it easy to communicate my problems to my 
parents.           
5. If I have problems I share them with my peers?            
6. I like my school and am happy there.           
7. Generally, the teaching is good.           
8. The school provides appropriate homework.           
9. I think I am making good progress at school.           
10. The school is not too far for me.           
11. 
There is a good range of activities that I find interesting 
and enjoyable            
12. 
It is easy for my parents to come to my school and 
discuss my progress with my teachers           
13. I think all pupils are treated fairly and equally.           
14. 
 I use the internet a lot to do my homework.      
15. I seek help with my homework.            
16. 
The relationship of the school with the community is 
good.      
 17 
The school seeks the views of parents and account for 
their suggestions and concerns              
 
18 
The school has put in place support mechanisms for 
pupils.      
 
20 
 
I have a favourite teacher at my school. 
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 Please tick 
Strongly 
agree  Agree disagree 
Strongly 
disagree 
Won't 
answer 
            
21 
I always do my written exercises on time and in 
class.            
22 I always do my homework.           
23 I find it easy to do my homework.            
24 I always complete my homework on time.           
25 I always hand in my homework on time.           
26 I am always on time at school.           
27 I find it easy to make friends at my school           
28 
I find it easy to participate in sports activities at 
school?           
29 I find it easy to approach any teacher at my school.            
30 I am often absent from school..           
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Appendix C 
 
Proforma interview schedule for pupils 
 
Interest and future ambitions/personal desires----- 
x What motivates you to come to school? 
x What would you like to do when you leave school and why? 
x Do you have someone you look up to for inspiration? 
x Who is your hero/heroin? 
x What achievements has your hero/heroin accomplished? 
x What do you prefer to do when you are at home? 
 
Feelings about learning 
x What is it like being at this school? 
x Who helps you to solve your problems at school? 
x Are you offered any services such as counselling? 
x What is helpful at school? 
x What could have been useful at school? 
x What activities do you participate in?  
x Which activities do you not participate in at school and why? 
x What are your priorities at school?  
 
Judgemental issues 
x What do you consider yourself as a learner 
x What do you like about your school? 
x What do you dislike?   
x What is your favourite subject? 
x What is your best subject? 
x What is your favourite time at school? 
x What is your worst time at school? 
x What do you find difficult and why? 
x How do you view yourself as a learner? 
x What limitations do you face 
x Do you think teachers are responding to your problems? 
 
Assessment  
x Do you know the criteria used to assess your work? 
x How do you feel about the way you are assessed? 
x What are the advantages associated with this assessment criteria/ 
x Have your teachers discussed the assessment criteria with you? 
x Do you DOZD\VUHDGWKHWHDFKHU¶VFRPPHQWV" 
x Do your parents get involved in the assessment of your work? 
x What effect does a failing mark have on you? 
x How would you feel if you did not do well in your school work? 
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APPENDIX D 
 
PROFORMA QUESTIONNAIRE FOR TEACHERS  
 
Please read each statement and tick the answer that best fits your views.  Your answers are 
confidential to me and will be used for my research purposes only.  
 
Please tick your years of experience and 
gender.  
 
 
 
Under 
3 yrs 
4-5 
yrs 
6-7 
yrs 
8-9 
yrs 
10 and 
above  male Female 
       
   Please tick 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
Not 
Sure 
 1 
2 
It is easy to teach English at this school. 
           
I am content with what the curriculum covers. 
           
3 There are adequate resources for teaching English.           
4 I  have adapted well to the curriculum requirements               
5 I have ample time to teach new concepts.            
6 The assessment criterion is fair to all pupils.            
7 
The assessment criterion covers most aspects of the 
curriculum.           
 I think all children are treated fairly and equally.           
8 I have adapted well to the school environment.           
9 
I find it easy to reasonably adjust to accommodate 
uniqueness?           
10 There are support mechanisms for struggling pupils.           
11 Most children behave well in my lessons.            
12 Most of my pupils are progressing well.           
13 Most children use the internet for their homework.            
14 
 
There is a good range of activities that children find 
interesting and enjoyable in my class.       
15 The school has a good relationship with the community.  
  
  
  
  
  
  
  
  
  
  
16 
The school seeks the views of parents and account for 
their suggestions and concerns.      
 17 I support the idea of league tables. 
  
  
  
  
  
  
  
  
  
  
18 /HDJXHWDEOHVDIIHFWWKHZD\,DVVHVVSXSLOV¶ZRUN      
19 League tables are a fair way of comparing schools.      
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APPENDIX E 
 
PROFORMA QUESTIOINNAIRE FOR PARENTS 
 
Please read each statement and tick the answer that best fits your view.  Your answers are confidential 
to me and will be used for my research purposes only. 
 
A. Please indicate the age and sex of your child by ticking below the corresponding box.  
 
10-11yrs 12-13 yrs 14-15 yrs 16 yrs boy girl 
      
 
 
B. Please indicate by ticking the statement 
that best describes your feelings about 
your child and his/her school.  
 
 
Strongly 
agree 
 
Agree 
 
Disagree 
 
Strongly 
disagree 
 
'RQ¶W
know 
 
1.   I want my child to attend this school. 
     
 
2.   My child likes her/his school. 
     
 
3.   My child/children have friends at school. 
     
 
4.   I believe children are treated fairly and 
equally. 
     
 
5.   I am well informed of the progress my 
child is making. 
     
 
6.   There are a wide range of activities that 
keep my child interested and occupied.  
     
 
7. My child is making notable progress at 
school. 
     
 
8. I help my child/ children with their 
homework.  
     
 
9. The school is not too far for my children. 
     
 
10. I chose the school for my chid/children. 
     
 
11. The school authorities consult and listen 
WRSDUHQWV¶RSLQLRQV 
 
 
 
 
 
 
 
 
 
 
 
12. 2YHUDOO\,DPKDSS\ZLWKP\FKLOG¶V
school. 
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Proforma interview questions for parents 
 
A. Background information 
 
What nationality are you? 
For how long have you lived in Leicester city? 
What do you do for a living? 
Do you own the house you currently occupy? 
How many children do you have? 
How would you describe your educational opportunities? 
Which school does your child /children attend? 
 
B. Information about the local school 
 
+RZZRXOG\RXGHVFULEH\RXUORFDOFKLOG¶VVFKRRO" 
Was the school your preference for your child? 
What do you understand about league tables? 
:KDWIRU\RXKDYHEHHQVXFFHVVHVDVVRFLDWHGZLWK\RXUFKLOG¶VFKLOGUHQ¶VVFKRRO" 
What for you have been failXUHVDVVRFLDWHGZLWK\RXUFKLOG¶VFKLOGUHQ¶VVFKRRO" 
'R\RXOLNH\RXUFKLOG¶VFKLOGUHQ¶VVFKRRO" 
What would you say about its proximity to you and your child/children? 
How would you rate your local school? 
Do you know how your child/children are assessed?  
What are your views about the way your children are assessed? 
'R\RXVXSHUYLVH\RXUFKLOGFKLOGUHQ¶VKRPHZRUN" 
Are you on the internet? 
Does your child or children use the internet for their homework?  
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APPENDIX F 
 
 
Teacher questionnaire: [Part B] 
 
WhDWSXWV\RXRIIZKHQPDUNLQJDSXSLO¶VZRUN" 
......................................................................................................................................................................
......................................................................................................................................................................
............................................................................................................. 
Does this have an effect on your final grade/mark for that child?  
......................................................................................................................................................................
......................................................................................................................................................................
............................................................................................................. 
What would you say is the most important factor in assessment? 
......................................................................................................................................................................
......................................................................................................................................................................
............................................................................................................. 
Is there anything you feel should be improved with regards to assessment? 
......................................................................................................................................................................
......................................................................................................................................................................
............................................................................................................. 
Are there any issues you feel have not been covered that may need discussing? 
......................................................................................................................................................................
......................................................................................................................................................................
....................................................................... 
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APPENDIX G 
 
Proforma schedule for the self esteem interviews for teachers 
 
This interview is a follow up to the first phase of the research that I undertook at this school beginning 
05 September 2005-0D\ 7KLVSKDVH VHHNV WRH[SORUH\RXUSHUFHSWLRQV UHJDUGLQJSXSLOV¶ VHOI-
esteem.  Your ethical rights to participate in this phase of the research are not changed in any way.  You 
are free to decide whether to take part or decline and that what ever decision you take is within your 
ethical right in research.  However, your participation in this phase of the research will be greatly 
appreciated. 
 
1. What are your perceptions of pupils who always appear disinterested in school work? 
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
............ 
2. In your experience, to what extent do these pupils value education? 
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
............ 
3. What do you suppose needs to be done to engage these pupils? 
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
................................................................................................................................................................ 
4. How important is the concept of self-esteem for you? 
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
......................................................................................................................................................................
.............. 
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5. In your experience, how does self-esteem affect the way pupils learn?  
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
........ 
6. Upon what evidence is this based? 
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
.......................... 
7. How would you define self-esteem? 
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
........................... 
8. ,VWKHUHDQ\WKLQJHOVHUHJDUGLQJSXSLOV¶SHUIRUPDQFe and participation in school work that you 
may want considered? 
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................................................
................................................................................................................................ 
Thank you very much for taking part in this second phase of my research. 
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APPENDIX H 
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